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Chapter I.  General Introduction 
 Recent higher education reforms have led to a greater focus on student learning 
outcomes. These outcomes focus on academic and professional skills and are developed 
within and outside the classroom.  One of the outcomes is leadership, which is the focus of 
this dissertation.  In this chapter, the background and setting for this study will be explained.  
The research problem, objectives, and significance of the study will be provided.  Finally, 
definition of terms and the organization of this dissertation will be described. 
Background and setting 
 Educational reforms during the late 1970s and 1980s helped raise awareness of 
shortcomings in higher education (Koljatic & Kuh, 2001).  For example, Involvement in 
Learning (The Study Group on the Conditions of Excellence in Higher Education, 1984) 
proposed a shift in focus from institutional resources and reputation to student learning and 
personal development.  Huba (2000) suggested that educators need to reexamine their 
paradigms about education and shift attention from teaching to learning.   
 Reforms in higher education led educators to examine learning outcomes and 
assessment including attention to skills outside of traditional curricular content (Astin, Keup, 
Lindholm, 2002), which the Accreditation Board for Engineering and Technology (Shuman, 
Berterfield-Sacre & McGourty, 2005) referred to as professional skills.  The College of 
Agriculture and Life Sciences (CALS) at Iowa State University was on the forefront of this 
reform. According to the Provost’s Office, “In September 2007, the College of Agriculture 
and Life Sciences reviewed college-wide core student learning outcomes in order to maintain 
quality and relevance in academic programs. The faculty approved the use of the revised core 
outcomes for continuous improvement in the content and delivery of the curriculum” (Iowa 
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State University Provost, 2011, “Reviewing Outcomes,” para. 1).  In addition to professional, 
interpersonal and cross-cultural communications; problem-solving and critical thinking; 
entrepreneurship; life-long learning; ethics; environmental awareness; and international and 
multi-cultural awareness, leadership was listed as an outcome expected of CALS graduates.  
  Leadership outcomes.   There has been increasing attention to college student 
leadership development since the early 1990s (Dugan & Komives, 2007).  This attention 
included a paradigm shift in leadership to more relational, reciprocal models (Northouse, 
2007; Rost, 1991) and the development of new leadership models for college students 
(Higher Education Research Institute [HERI], 1996).  Leadership is described as an 
“influential relationship among leaders and followers who intend real changes that reflect 
their mutual purposes” (Rost, 1991, p. 102). 
  “There is a growing recognition that this task [purposefully develop socially 
responsible leaders] is the responsibility of all members of the campus community, not just 
those teaching leadership courses or those working with co-curricular leadership programs” 
(Dugan & Komives, 2007, p. 5).  Like Iowa State University, many institutions of higher 
education include leadership development in their mission statements (Astin & Astin, 2000; 
Boatman, 1999).  This trend is consistent with professional standards of the Council for the 
Advancement of Standards in Higher Education (CAS, 2006).  CAS (2006) identified 
leadership development as one of 16 student learning and development outcomes.   
Extracurricular organizations.   In recent years, higher education has begun to 
recognize participation in extracurricular activities as a strategy to reach learning outcomes, 
such as leadership development, and not simply as a social activity (Birkenholz & 
Schumacher, 1994; Ewing, Bruce, & Ricketts, 2009; Layfield, Radhakrishna, & Andresen, 
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2000; Rubin, Bommer, & Baldwin, 2002).  When talking about outcomes assessment at Iowa 
State University, the Provost Office website (Iowa State University Provost, 2011, para. 1) 
stated, “Instruction varies from structured classroom, studio and laboratory experiences to 
one-to-one contacts between individual faculty members and students, and it may include 
extracurricular programs of various types.”  Out of classroom learning experiences, such as 
participation in university, college, academic major, sport and recreation, competitive teams, 
faith-based, and community organizations are considered extracurricular organizations.   
Statement of the problem   
 Educational reform movements increased the attention to the importance of 
leadership development in higher education (Astin, Kuep, & Lindholm, 2002) and provided 
standards for these programs (CAS, 2006).  Research identified a relationship between 
extracurricular participation and leadership outcomes (Birkenholz & Schumacher, 1994; 
Ewing et al., 2009; Layfield et al., 2000), participation in leadership programs and leadership 
outcomes (Dugan, Bohle, Gebhardt, Hofert, Wilk, & Cooney, 2011; Schumacher & Swan, 
1993; ), and the impact of college classes and leadership outcomes (Buschlen & Dvorak, 
2011; Odom, Boyd, & Williams, 2012).  “However, as of yet, little research has integrated 
theoretical understandings of the college student leadership phenomena to comprehensively 
explore how the higher education environment shapes the developmental process.  A great 
need exists to understand better the unique nature of college student leadership development 
as well as how the collegiate experience contributes to that process” (Dugan & Komives, 
2007, p. 7).  To facilitate learning experiences, educators and institutions of higher education 
need to know more about specific experiences that result in increased leadership 
development. “By identifying specific learning tasks and goals associated with leadership 
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development, one can intentionally create opportunities which foster such development in 
college” (CAS, 2006, p. 93).  As these researchers have concluded, a need exists to 
understand more about the precollegiate and collegiate experiences that result in increased 
leadership development. 
Objectives of the study 
 The primary purpose of this study was to examine the precollegiate and collegiate 
experiences that result in increased leadership development.  The study focused on three 
research objectives: 
1.  Identify and describe experiences of undergraduate extracurricular involvement that 
result in increased leadership development. 
2. Examine the quantitative and qualitative aspects of involvement in extracurricular 
clubs and organizations and those relationships with leadership development. 
3. Identify the extent to which precollegiate and collegiate experiences independently 
and collectively contribute to college students’ socially responsible leadership. 
Significance of the study 
 The results of the overall study provide a better understanding of the “specific 
learning tasks and goals associated with leadership development” as identified by CAS 
(2006, p. 93).  A better understanding of these specific experiences benefits administrators as 
they develop policies and fund programs to address outcomes and educators as they develop 
experiences.  This study provides a baseline that the Student Outcomes Assessment 
Committee for the College of Agriculture and Life Sciences can use as it develops a strategy 
for measuring the leadership outcome.  In addition, the results of this study offer insights for 
other institutions who aspire to increase student leadership outcomes. 
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Definition of terms 
 The following terms are used in this dissertation. 
1. Student Outcomes – Skills or aptitudes that students are expected to attain 
proficiency in during their college careers.  These include:  general intellectual 
skills, academic disciplines and interpersonal and leadership skills (Center for 
Excellence in Teaching and Learning [CELT], 2012). 
2. Professional skills – Skills outside of traditional curricular content needed for 
productive careers and effective citizenship.  
3. Leadership – “An influential relationship among leaders and followers who intend 
real changes that reflect their mutual purposes” (Rost, 1991, p. 102). 
4. Leadership programs – Out-of-classroom educational experiences, such as 
seminars, workshops, mentors, guest speakers, service, and volunteerism. 
5. Social Change Model – Post-industrial model of leadership development.  
Leadership is a relational, transformative, process-oriented, learned, and change 
driven (Dugan & Komives, 2007).  
6. Socially Responsible Leadership Scale (SRLS-R2) – Scale used to measure Social 
Change Model. 
7. Extracurricular club or organization – Out of classroom learning experiences, 
such as participation in university, college, academic major, sport and recreation, 
competitive teams, faith-based, and community organizations. 
8. Culture - “The deeply embedded patterns of organizational behavior and the 
shared values, assumptions, beliefs, or ideologies that members have about their 
organization or it’s work” (Peterson & Spencer, 1991, p. 142).   
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9. Service-learning –  “A form of experiential education in which students engage in 
activities that address human and community needs together with structured 
opportunities intentionally designed to promote student learning and 
development” (CAS, 2006, p. 302).   
Dissertation organization 
 This dissertation is divided into seven chapters.  Chapters one through three include a 
general introduction, literature review, and research methods, respectively, for the study.  
Chapters four through six are research manuscripts prepared for submission to journals.  
Finally, chapter 7 includes the general conclusions and recommendations of the study. 
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Chapter II.  Literature Review 
 Educational reform associated with learning outcomes and leadership will be 
explored in this chapter.  In addition, the experiential learning model will be examined and 
the role of higher education in leadership development discussed.  Finally, the conceptual 
framework and research related to each component of the framework will be described as 
will involvement theory, the theoretical framework of the study.   
Higher education and leadership development 
 Many institutions of higher education include leadership development in their mission 
statements (Astin & Astin, 2000; Boatman, 1999). The traditional approach to academic and 
student affairs is to compartmentalize the responsibilities of student learning (academic 
affairs) and student development (student affairs).  Scholars (Guthrie & Thompson, 2010; 
Pascarella & Terenzini, 1991; Shuh, 2002; Whitt, Nesheim, Guentzel, & Kelloff, 2008) 
criticized higher education for this division and suggested a collaborative approach between 
student affairs and academic affairs to create a seamless learning environment.  “A strong 
partnership between Student Affairs and Academic Affairs creates a living laboratory for 
knowledge acquisition, experiences that build on this discernment, and the opportunity for 
thoughtful insights gained from combining theory and practice” (Guthrie & Thompson, 2008, 
p. 50).   
 Outcomes.  Recent trends in education have led to an increased attention to student 
learning outcomes.  This student-centered approach led institutions to focus on how students 
will be different as a result of their education instead of what the educator will do (Huba, 
2000).  As the focus has shifted to student outcomes, so has the need for assessment.  The 
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American Association for Higher Education (AAHE) has provided “Principles of Good 
Practice for Assessing Student Learning” (AAHE, para. 2, 2012).  These included: 
1. The assessment of student learning begins with educational values. 
2. Assessment is the most effective when it reflects an understanding of learning as 
multi-dimensional, integrated, and revealed in performance over time. 
3. Assessment works best when programs it seeks to improve have clear, explicitly 
stated purposes. 
4. Assessment requires attention to outcomes, but also and equally to the 
experiences that lead to those outcomes. 
5. Assessment works best when it is ongoing and not episodic. 
6. Assessment fosters wider improvement when representatives from across the 
educational community are involved. 
7. Assessment makes a difference when it begins with issues of use and illuminates 
questions that real people care about. 
8. Assessment is most likely to lead to improvement when it is part of a larger set of 
conditions that promote change. 
9. Through assessment, educators meet responsibilities to students and to the public. 
10. Assessment is most effective when undertaken in an environment that is 
receptive. 
  Student development theory.  Early in the twentieth century, the study of human 
development began to take a closer look at traditional college-aged students and the 
experiences associated with receiving a college education and evolved into the field of 
student development.  Multiple studies occurred in the 1920s and 1930s concerning the needs 
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of college students.  One theme emerged that suggested institutions of higher education 
should be concerned with the whole student, and not strictly on scholarship and research 
(Evans, Forney, Guido-DiBrito, 1998).  Cognitive structural theory and psycho-social theory 
have been fundamental components of student development theory.  
 “Cognitive theory emphasizes that individuals think and choose, and their thoughts 
and interpretations are a powerful influence on their future actions and ideas” (Berger, 1980, 
p. 54).  Observing children and exploring how they think, Piaget developed a four stage 
theory of cognitive development (Berger, 1980).  Using Piaget’s cognitive theory as a 
foundation, Perry (1968) developed a theory about the way in which students think.  Perry 
(1968) described intellectual and ethical development as a continuous process whereby 
students move through nine “positions.”  The first of these positions is “Basic Duality” where 
students view their world through a dichotomous lens.  The positions become more complex 
and the last stage is “Evolving Commitments” where students affirm personal commitments 
with a more complex world view. Cognitive-structural theorists suggested that environments 
for college students must have a balance between support and challenge for optimal cognitive 
development (Schlossberg, 1984).   
 Erick Erickson developed an eight-stage theory that examined human development by 
examining a person’s relationship to the social environment (Berger, 1980).  Chickering 
(1969) built on the work of Erikson’s psycho-social theory and described seven vectors of 
development for college students that take into account emotional, interpersonal, ethical, and 
intellectual development.  Chickering’s vectors build on each other and lead to greater 
complexity and integration of self as the issues related to each vector are addressed.  
According to Chickering, the developmental issues for traditional age college students are 
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developing competence, managing emotions, moving through autonomy toward 
interdependence, developing mature relationships, establishing identity, developing purpose, 
and developing identity.  
 Utilizing these foundational works in student development, researchers have 
continued to study college student development.  Practitioners worked to design and 
implement programs to meet the needs of the whole student.  Two topics central to the focus 
on student development are involvement and leadership development. 
 Involvement.  Involvement theory has been used in helping researchers guide 
investigation of student learning as well as helping administrators and practitioners design 
more effective learning environments.  Astin (1999) used concepts prominent in cognitive 
structural and psychoanalytic theories to develop a conceptual framework to explain how 
educational programs and policies translate into student achievement and development.  
Astin (1999) defined involvement as an investment of physical and psychological energy that 
occurs along a continuum and includes both quantitative (i.e., how much time a student 
spends on an activity) and qualitative aspects (i.e., how focused the student is on the 
activity). Furthermore, Astin (1999) proposed that the theory of involvement provides a 
conceptual framework to explain how educational programs and policies translate into 
student achievement and development, which is directly proportional to the quality and 
quantity of student involvement.   
 Astin’s theory of involvement differs with student development theories studied by 
Chickering (1969), Schlossberg (1984), and Perry (1968). While Astin (1999) suggested that 
student actions and behaviors are fundamental to student development, Chickering (1969) 
and Schlossberg (1984) believed the focus should be on internal constructs such as thoughts 
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and feelings. A second distinction can be made between Astin’s work which focuses on the 
how of student development and that of Chickering (1969) and Schlossberg (1984) which 
focus on developmental outcomes, or the what of student development.  In order to study the 
how of student involvement as well as the physical and psychological energy of involvement, 
Astin (1999) suggested that it is important to not only identify the extracurricular activities in 
which the student participates, but also the time and energy that the student devoted to each 
activity. 
 The theory of student involvement encourages educators to focus less on what they 
do and more on what the student does.  Involvement focuses on how motivated the student is 
and how much time and energy the student devotes to the learning process (Astin, 1999). “A 
highly involved student is one who devotes considerable energy to studying, spends much 
time on campus, participates actively in student organizations, and interacts frequently with 
faculty members and other students” (Astin, 1999, p. 518).  
Research supported Astin’s (1999) involvement theory. For example, Pascarella and 
Terrenzini (1991) found that the frequency and quality of students’ participation in activities 
was associated with high educational aspirations, enhanced self-confidence, and increased 
interpersonal and leadership skills. Rubin, Bommer, and Baldwin (2002) used an 
extracurricular index score that represented the number of clubs students were involved with, 
officer status, and hours spent and concluded that it was significant in predicting 
interpersonal skills (i.e., communication skills, initiative, decision making, and team work).  
 The degree of personal investment a member made to an organization and the 
frequency a member attended meetings correlated positively with rewards received from 
participating, warm relationships with other members, and adequate fulfillment of leadership 
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function (Winston, et. al., 1997).  Foubert and Grainger (2006) compared students who 
attended one meeting, students who joined an organization, and positional leaders of 
organizations and found that simply attending a meeting had less of a relationship with 
psychosocial development than joining an organization or serving as an officer. Students 
with higher levels of involvement in student organizations reported greater levels of 
psychosocial development in the areas of establishing and clarifying purpose, educational 
involvement, career planning, life management, and cultural participation (Foubert & 
Grainger, 2006). 
 Research indicated that university-wide student organizations are more effective than 
college organizations in developing leadership awareness, behaviors, skills, and abilities 
provides additional evidence of the importance of the quality and quantity of involvement 
(Moore, Prescott, & Gardner, 2008).  Moore, Prescott, and Gardner (2008) suggested that 
many university-wide student organizations required more commitment to the organization 
and involved more focused, long-term leadership education and were therefore more likely to 
produce positive outcomes. It was also noted that these organizations tend to incorporate 
leadership development into their yearly program of activities. 
Leadership.  Rost (1991) defined leadership as an “influential relationship among 
leaders and followers who intend real changes that reflect their mutual purposes” (p. 102). 
“For years, leadership development in undergraduates was seen as an indirect result of their 
education.  In other words, leadership skills were developed in the non-curricular and 
extracurricular activities in which students participated, perhaps through experiential 
leadership, including trial and error and observing others” (Moore, Prescott, & Gardner, 
2008, p. 178).  A more recent trend is to view leadership development as a critical part of the 
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undergraduate experience (Bushlen & Dvorak, 2011; Dugan & Komives, 2010) and include 
intentional leadership education as a component (Bass, 1990). 
According to CAS (2006), “Competencies should accrue from both cognitive and 
experiential development” (p. 324).  Leadership experiences can be found as a part of the 
formal curriculum in the form of individual courses, minors or certificates.  In addition, 
institutions of higher education offer leadership programs, ranging from one-time seminars to 
on-going leadership development experiences (Dugan & Komives, 2007).  Finally, there is 
an increased attention to the role of extracurricular activities on leadership development. 
 Tom Gallagher (2002) proposed that leadership education “is not a singular focus;” it 
“sits at the nexus of two disciplines, the art and science of leadership and the art and science 
of education” (p 3-4).  A wide variety of leadership theories and models exist and have been 
used to guide leadership development experiences and research.  A few of these include: 
transformational leadership (Bass, 1990), primal leadership (Goleman, Boyatzis, & McGee, 
2002), leadership identity (Komives, Owen, Longerbeam, Mainella, & Osteen, 2005), 
leadership challenge (Kouzes & Posner, 2007), and the social change model (HERI, 1996).  
 Transformational leadership is a model that considers both the leaders and the 
followers needs.  Transformational leaders connect with the needs and motives of followers 
and raise the expectations of both the leader and followers (Bass, 1990). Four factors make 
up transformational leadership: (a) idealized influence, (b) inspirational motivation, (c) 
intellectual stimulation, and (d) individualized consideration.  
 Goleman, Boyatzis, and McKee (2002) applied research in neurology to develop a 
model of Primal Leadership and propose that the fundamental task of leaders is to prime 
good feelings in those that they lead.  Primal leadership requires leaders to understand 
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emotional intelligence and apply these concepts for personal leadership, teamwork, and in 
organizations.  This leadership theory involves four dimensions, including intrapersonal 
dimensions (i.e., self-awareness and self-management) and interpersonal dimensions (i.e., 
social-awareness and self-management).  The authors make a distinction between 
management and leadership and encourage educators to provide leadership training to help 
students become leaders instead of managers. 
 Komives, Owen, Longerbeam, Mainella, and Osteen (2005) studied leadership 
identity development and developed a six-stage model which describes the transition from a 
leader-focused approach to a collaborative and relational process.  The first two stages (i.e., 
awareness, exploration/engagement) are defined as dependent stages.  Stage three (i.e., leader 
identified) is an independent stage.  After stage three, a critical transition occurs and students 
begin to understand that they need to rely on others.  Stages four through six (i.e., leadership 
differentiated, generativity, and integration/synthesis) are interdependent. 
 Kouzes and Posner (2007) studied leaders’ practices and developed five practices of 
successful leaders (i.e., challenge the process, inspire a shared vision, enable others to act, 
model the way, and encourage heart) and developed the leadership challenge to guide 
leadership practices.  The Leadership Practices Inventory measures these behaviors and is 
used as a self-assessment for leaders as well as for research purposes. 
 The social change model of leadership (SCM) (HERI, 1996) was created specifically 
for use with college students and describes leadership as “a purposeful, collaborative, values-
based process that results in positive social change” (Komives, Wagner, & Associates, 2009, 
p. xii).  SCM includes seven core values that represent a student’s leadership knowledge and 
capacity.  These values are divided into three levels, individual level (i.e., consciousness of 
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self, congruence, and commitment), the group level (i.e., collaboration, common purpose, 
and controversy with civility) and societal level (i.e., citizenship) (Figure 2.1).  Collectively, 
these values contribute to change for the common good.   
 
 
 
Figure 2.1. Social Change Model. Retrieved from http://socialchangemodel.ning.com 
 Agriculture education and leadership education.  Professional associations related to 
agriculture education have identified leadership education as a component of the agricultural 
education discipline.  “Agricultural Education teaches students about agriculture, food and 
natural resources.  Through these subjects, agricultural educators teach students a wide 
variety of skills, including science, math, communications, leadership, management, and 
technology” (National Association of Agricultural Educators, 2012, para. 1).  In addition, the 
American Association of Agricultural Education addressed the need for leadership research 
in the National Research Agenda (Doerfert, 2011).  In addition to teacher education, 
agricultural communication, and extension, the National Research Agenda recognizes 
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leadership development as a specialization in agricultural education. Specifically leadership 
education and development fit within Priority 6 which stated the quality of life in a rural 
community is influenced by local leadership capacity and the level of civic engagement.  
Teaching and Learning Theories.  Understanding teaching and learning theories is 
important to designing educational experiences to increase leadership outcomes.  Prominent 
teaching and learning theories fall into the categories of behaviorism, social learning theory, 
cognitive theory, and experiential learning theory.  Each of these will be briefly described in 
this section. 
Behaviorism.  Watson, Skinner, and Pavlov worked to transform the social science of 
learning and human development into an objective science (Schiamberg & Smith, 1982).  To 
this end, they posited that for every behavior (response [R]) there was a stimulus[S] that 
caused the behavior.  In this tradition, learning occurs through conditioning and is reinforced 
by rewards and punishments.  Behaviorism portrays humans as reactive.  People are shaped 
and molded as if they are a lump of clay waiting to be shaped.  In the purist behaviorist 
model, no attention is paid to individual characteristics, personality, ability, needs, desires, or 
development (Schiamberg & Smith, 1982).   
 Alfie Kohn (1993) is a modern philosopher who disagreed with the use of extrinsic 
rewards as a method to motivate students.  Kohn believes that when external rewards are 
offered for a behavior it reduces the individual’s internal motivation.  The more rewards that 
are offered, the more dependent on rewards the person becomes.  Eventually, the intrinsic 
motivation is reduced and the person is less engaged in the activity unless they are being 
encouraged to perform the activity by an external reward.   
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 According to Kohn, rewards don’t alter the emotions that underlie our behaviors. 
Extrinsic motivators are a poor substitute for genuine interest in what one is doing.  The 
internal sense of self and moral development should guide our behavior not what others will 
think or how they will reinforce our behavior.  The use of extrinsic rewards emphasizes the 
learner as a passive recipient of knowledge, whereas a philosophy where the learner was 
motivated from an internal locus of control would emphasize the learner in an active role 
(Kohn, 1993).   
 Social learning theory. Albert Bandura posited that behavior is a result of the 
consequences from one’s own actions as well as the consequences of the actions of others 
(Schiamberg & Smith, 1982).   This concept, called social learning theory, describes 
reciprocal determinism as the reciprocal interaction between behavior and its controlling 
condition (Berger, 1980).  For example, behavior partly constructs the environment and the 
resulting environment in turn affects behavior.  The work of social learning theorists has 
contributed to the area of college student leadership development with theory and research 
about role models.  Social learning theorists believe that much of what we learn involves 
observing the behavior of those important to us.  For college students, mentors (i.e., people 
important to them) may include professors, advisors, student leaders, industry leaders, etc.   
 Cognitive Theory.   Cognitive theory posits that the mind is key to understanding 
how a person develops and that the mind is an active processor of information (Schiamberg 
& Smith, 1982).  Jean Piaget was a prominent cognitive theorist and believed that cognitive 
development involved adapting to the environment and interacting with the environment is 
what organizes the brain.  Piaget referred to this organized pattern of behavior as schemata.  
As an individual interacts with his/her environment he/she adapts to the environment, a 
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qualitative change occurs in the mind causing him/her to interact with the environment in a 
different way (Berger, 1980). 
 Experiential learning.  John Dewey was an early critic of behaviorism (Schiamberg 
& Smith, 1982).  Dewey felt that the behaviorist model of S→R was unrealistic and 
oversimplified.  Dewey argued that the parts of S→R (i.e., stimulus, brain activity or neural 
connections, and response) represent a continuous process and that stimulus (S) and response 
(R) do not alone explain behavior or learning.  Dewey contended that an educated person is 
one that knows how to proceed in finding answers appropriate to his/her situation (Dewey, 
1938).   
The experiential learning model has a foundation in higher education and is utilized 
in both formal and nonformal educational settings.  Experiential learning is a constructivist 
theory, meaning “truth is contingent and conditional and that there are multiple perspectives 
and multiple realities” (Weiss, 1998, p. 328) and is based on Jean Piaget’s cognitive-
structural theory.   
 Kolb (1984) continued the work on experiential learning and defined learning as “the 
process whereby knowledge is created through the transformation experience” (p.41).  
Kolb’s Experiential Learning Cycle (Figure 2.2) suggested that learning occurs in four stages 
– concrete experience, reflective observation, abstract conceptualization, and active 
experimentation.  Kolb proposed that the transformation occurs in stage 2 (reflective 
observation) and stage 4 (active experimentation).  
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Figure 2.2. Kolb’s experiential learning cycles (Retrieved from 
http://www.artofteachingscience.org/2009/01/18/experiential-science-education-the-real-
core-of-teaching/). 
Conceptual framework – Collegiate leadership development model 
 Terenzini and Reason (2006) developed a model which examined the influences on 
student learning and persistence in the first year.  This model, which was called  
Comprehensive model of influences on student learning and persistence, expanded the inputs 
(I), environment (E), and outcomes (O) concepts found in the college impact model (Astin, 
1991) and incorporated the organizational context (i.e., structure, policies and procedures and 
faculty culture).   
The Collegiate leadership development model developed for this study was adapted 
from Terenzini and Reason’s (2006) model and has three components (Figure 2.3). The first 
two components are precollegiate (I) and college experiences (E), which previous literature 
suggested contribute to leadership development in undergraduate college students.  The third 
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component, leadership development, is the outcome of the model (O) and was conceptualized 
using the social change model (SCM; Higher Education Research Institute, 1996).  A review 
of literature for each of the components follows. 
 
 
Figure 2.3. Collegiate leadership development model. Adapted from “First Things First: 
Developing Academic Competence in the First Year of College”, Research in Higher 
Education Volume 47 (2), Copyright [2005] by P.T. Terenzini and R.D. Reason. Adapted 
with permission (Appendix A). 
Precollegiate characteristics and experiences.  The first component of the model 
includes precollegiate characteristics.  Dugan and Komives (2007) stated that “What students 
came to college with largely explained how they developed in college.  Eighteen or more 
years of experience provided a strong foundational grounding on which college experiences 
built” (p. 13).   
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Burton (1981) hypothesized that demographic and personality characteristics would 
predict participation in extracurricular clubs. However, his findings suggest that neither 
influenced extracurricular participation.  The research model for this study considered the 
role of socio-demographic traits, academic preparation and performance, and personal and 
social experiences, to leadership development. 
 Socio-demographic traits.  The first precollegiate characteristic is socio-demographic 
traits, including gender and race.  Research was inconsistent concerning the role of gender 
and race on leadership development.  For example, Kezar & Moriarty (2000) found that 
leadership development differs based on gender and ethnic identity.  Dugan (2006) and 
Dugan and Komives (2007) concluded that college women scored higher than males across 
all eight constructs of the Social Change Model. However, other findings (Burton, 1981 and 
Pugh, 2000) suggested that neither gender nor ethnicity influenced extracurricular 
participation.  While Dugan and Komives (2007) found demographics a significant predictor 
of college outcomes, only 1% - 2% of college outcomes were explained by demographics.   
 Research indicated some influence of gender role norms to leadership.  Females 
tended to agree more strongly with humanistic leadership abilities (Schumacher & Swan, 
1993) than males and males perceived themselves as more dictatorial (Schumacher & Swan, 
1993) and hierarchical (Fisher, Overland, & Adams, 2010) in their leadership style. When 
gender differences have been identified using SRLS, change was the only scale that differed.  
Dugan, Komives, & Segar (2008) suggested this is because women are more democratic, 
participative, and relational.  Andrews, Stedman, and Gifford (2011) examined motivation 
among college leaders and found men more motivated by activities with rewards and tangible 
incentives.  Whereas, females were more motivated by intrinsic factors, such as whether the 
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work was meaningful. Women scored higher on all measures of SRLS except change.   
However, Barbuto & Gifford (2010) found no gender differences in servant leadership. 
 “The trend of increasing female leadership within colleges of agricultural and life 
sciences has drawn recent attention among research” (Andrews, Stedman, & Gifford, 2011, 
p. 0).   Ward, DiPaolo, & Popson (2009) explored the changing roles of women leaders on 
campus and suggested a phenomenon of the “Alpha female.”  They described this as a 
“dominant leader who has extreme confidence, is extroverted, and feels driven to succeed” 
(Ward, et al., 2009, p. 12).  These researchers have recommended additional research on the 
increasing number of females serving in leadership roles and further describe the experience 
and needs of the alpha female. 
 High profile leadership positions on campuses are seldom held by minority students 
(Baughman & Bruce, 2011).  Minority students were more likely to participate in 
organizations specific to their religious or ethnic group (Baughman & Bruce, 2011).  
Researchers (Kimbrough, 1998; Sutton & Terrell, 1997) studied the role of black Greek 
organizations and found membership in these organizations increased leadership skills of 
members and leaders.  As a result, involvement theory (Astin 1993) has been used in helping 
researchers guide investigation of student learning as well as helping administrators and 
practitioners design more effective learning environments.  
 Studies have found race to be a factor in leadership development.  For example, 
Dugan & Komives (2007) reported that African American students scored significantly 
higher and Asian Americans scored significantly lower on the SRLS.  Involvement in 
positional leadership roles predicted leadership ability for white men and African American 
women. However, non-positional leadership was significant for white women and African 
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American men. Volunteering was the best predictor of leadership for African American men.  
However, Cress, Astin, Zimmerman-Oster, & Burkhardt (2001) found that race did not have 
an effect on the positive gains of participating in leadership programs. 
 Research findings were inconsistent in regards to whether academic preparation and 
performance was associated with leadership development.  Rubbin, Bommer, and Baldwin 
(2002) found grade point average (GPA) to be a significant variable in a regression model for 
increased interpersonal skills.  Wang and Shiveley (2009) reported students who were 
engaged in extracurricular activities had higher retention and graduation rates and better 
GPA.  However, Burton (1981) concluded that extracurricular participation was not 
significantly influenced by GPA. 
 Precollegiate factors such as leadership training experiences, involvement in high 
school student groups, volunteer service, sports, and positional roles have been found to 
predict collegiate leadership outcomes (Dugan and Komives, 2007).  The Multi-Institutional 
Study of Leadership found that these factors explained from 4% - 13% of college leadership 
outcomes (Dugan & Komives, 2007). 
 Research linked participation in precollegiate extracurricular activities to leadership 
development (Dugan, Garland, Jacoby, & Gasiorski, 2008; Kezar & Moriarty, 2007; Smart et 
al., 2002).  For example, organizations, such as FFA, 4-H, Scouts, and athletic teams have 
been linked to increased leadership behavior and attitudes (Patterson, 2011).  Serving as an 
officer in these organizations had an additional relationship with leadership development 
(Patterson, 2011).  Participation in 4-H and FFA has also been associated with higher college 
academic performance and persistence (Ball, Garton, & Dyer, 2001). 
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Extejt & Smith (2009) studied the impact of athletic participation on leadership 
development.  Students who participated in sports scored higher on teamwork.  However, 
those who did not participate in sports scored higher written communication scores. 
Increased levels of participation and the nature of the sport were not associated with skill 
development. 
Precollegiate involvement was related to collegiate activities.  For example, former 
FFA and 4-H members participated in more college organizations and held more offices than 
non-FFA and non-4-H members (Park & Dyer, 2005).  In addition, students who were 
involved in community service prior to attending college were more likely to continue their 
involvement in college (Berger & Milem, 2002).   
 Social-learning theorist, Bandura (1977), defined self-efficacy as an individual’s 
judgment of their ability to perform specific tasks or processes.  This theory would suggest 
that the outcome a person expects is dependent on his/her belief of how well they can 
perform the task.  Research indicated that leadership experiences increased leadership self-
efficacy.  Dugan and Komives (2007). Students who served in a positional leadership role 
had higher leadership efficacy. Dugan & Komives (2010) identified the importance of 
leadership self-efficacy as an intermediate outcome to socially responsible leadership.  In 
addition, students who completed a leadership education class had significantly higher self-
efficacy than those that had not taken a leadership course (Endress, 2000). 
 College experiences. The college experience construct included three types of 
individual student experiences that have been associated with leadership development: 1) 
classroom experiences, including subject matter, teaching and learning strategies, and peer 
interactions; 2) curricular experiences, including academic major, academic advising, 
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involvement in a departmental learning community, internships, and study abroad 
experiences; and 3) out-of-class-experiences, including extracurricular involvement in a 
student club or organization and leadership development training.   
 Research findings have also demonstrated the value of leadership education for 
college students and linked leadership with both classroom and extracurricular activities.  For 
example, Kuh and Umbach (2004) used data from the National Survey of Student 
Engagement (NSSE) and concluded that institutions should organize both in-class and out-
of-class experiences to expose them to a variety of opportunities.  Researchers have found 
empirical evidence that experiential learning is instrumental in the development of leadership 
skills.  For example, Layfield, Radhakrishna, and Andresen (2000) suggested that without 
meaningful opportunities to practice leading a group, students will not gain skills. 
Experiences should include both classroom and out of classroom experiences to help students 
apply knowledge in their everyday life.  Boatman (1999) conducted a leadership audit and 
found a variety of experiences, including classroom and extracurricular activities, are a part 
of the leadership curriculum.    
 “The leadership development of undergraduates should include intentional leadership 
education such as formal leadership courses, but the impact of student organizations and 
activities should not be ignored” (Bass, 1990, p. 178). Layfield, et al., (2000) concluded that 
involvement in campus organizations and participation in leadership programs contributed 
positively to perceived leadership abilities.  When analyzing findings from the multi-
institutional study for leadership, Dugan and Komives (2007) found college experiences to 
account for 7% - 14% of the overall variance in leadership outcomes and suggested that 
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purposeful interventions can make a difference in the developmental process of college 
students. 
Classroom experiences. Classroom experiences are a central part of the college 
experience.  Philosophers have studied the role of both educators and students in the learning 
process.  According to Cooper, Prescott, Cook, Smith, & Mueck (1990), students have 
become “passive spectators” in the college classroom due to the over-reliance on the lecture 
method in higher education. The lecture hall setting creates challenges for educators teaching 
concepts such as ethics and leadership styles because students lack the opportunity to 
practice the theory in real world applications (Boyd & Murphy, 2002).  A more recent trend 
is a student-centered approach that encourages students to develop the skills required to be a 
life-long learner. 
 Boyd (2009) suggested a relationship between transformational teaching and 
transformational leadership and suggested transformational leadership theory as a model for 
transformational teaching in leadership classrooms. Transformational learning is a structural 
cognitive theory that proposes that learning is about change in the way in which a learner 
sees themselves and the world in which he/she lives (Mezirow, 1978).  Mezirow proposed 
four ways in which transformational learning occurs: elaborating on existing frames of 
reference, learning new frames of reference, transforming points of view, or by transforming 
habits of mind.   
 Group work is one strategy that educators employ in leadership classes and has been 
found to increase leadership skills, leadership understanding, multicultural and community 
awareness, and personal and societal values (Cress, Astin, Zimmerman-Oster, & Burkhardt 
(2001).  Moore (2010) studied student’s perceptions of cooperative exams in a leadership 
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class and concluded that the benefits of cooperative exams outweighed the disadvantages. 
Stedman (2009) recommended that educators create a classroom environment that 
encourages participation of students from different backgrounds which allows open 
communication and dialogue about leadership concepts to increase critical thinking.  
However, Coers, Williams, Duncan (2010) cautioned the use of group work in classrooms by 
educators unfamiliar with the strategies utilized in group work and recommended that 
educators who choose to utilize group work in the classroom be trained on the group 
development process to increase the benefits of group work. 
 In addition to group work, service learning is a group project sometimes employed in 
leadership classes.  Research supports this practice and has found service learning positively 
associated with students perceptions of leadership skills (Montelongo, 2002) and increasing 
student learning about theory and practice and how deeply they learned the information 
(Sessa, Matos, & Hopkins, 2009).  However, Astin (2000) compared students who performed 
service learning as a part of coursework and students who performed community service 
through settings other than courses and found no differences in the leadership outcomes. 
 Offering leadership classes is a common strategy for reaching leadership outcomes. 
Williams and McClure (2010) compared three pedagogies for teaching leadership classes 
(i.e., public pedagogy, lecture, and experiential learning). Students retained the most 
knowledge from public (i.e., using mainstream mass-media, such as newspapers, books, 
internet, music, and movies) and experiential learning pedagogies.  Boyd and Murphy (2002) 
observed similar benefits when asynchronous computer simulations were added to a lecture 
class and suggested this as a way to increase higher level thinking skills. 
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Out-of-class experiences.  The role of out-of-classroom experiences is oftentimes 
perceived as important in the social and personal growth of students. However, many 
university faculty members argue that out-of-classroom experiences should not be viewed as 
important as coursework, team projects, and assignments in facilitating interpersonal skill 
development (Layfield, Radhakrishna & Andresen, 2000; Boatman, 1999).  The current 
study examined the role of four forms of out-of-class experiences that research suggested 
contribute to leadership development: participation in extracurricular activities, living 
environment, on-campus employment, and leadership programs 
Extracurricular activities. Kouzes and Posner (2007) suggested that exposure to a 
variety of out-of-classroom experiences provided concrete experiences as students apply 
leadership theories and skills. Additional researchers examined this idea and concluded that 
participation in extracurricular clubs and organizations contributed to positive leadership 
development (Ewing, Bruce, & Ricketts, 2009; Layfield, Radhakrishna, & Andresen, 2000; 
Birkenholz & Schumacher, 1994; and Dugan & Komives, 2007).  However, being involved 
in too many different types of organizations was negatively related to leadership outcomes 
(Dugan & Komives, 2007). 
However, studies have shown that participation in extracurricular activities 
contributed positively to interpersonal skills (Rubin, Bommer & Baldwin, 2002; Pascarella & 
Terenzini, 1991; Moore, Prescott, & Gardener, 2008), academic achievement and persistence 
(Wang & Shively, 2009), peer-to-peer interactions (Astin, 1999; Pascarella & Terenzini, 
1991), and faculty interactions (Abrahamowicz, 1988; Retallick & Pate, 2009).   
 Interpersonal skills.  Researchers have studied a wide variety of dependent 
variables and found them positively related to participation in extracurricular clubs and 
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organizations.  Rubin, Bommer, and Baldwin (2002) studied the importance of involvement 
in extracurricular activities and its relationship to interpersonal skills (e.g., oral 
communication, decision making, team work, conflict resolution, and initiative) and found 
that undergraduates who were involved in extracurricular activities had higher measures of 
interpersonal skills than those that didn’t participate. Similarly, students who participated in 
extracurricular clubs and organizations had higher scores in developing purpose (Cooper et 
al., 1994), establishing and clarifying purpose (Martin, 2000; Stanford, 1992), conflict 
resolution skills (Logue, Hutchins, & Hector, 2005), and understanding their abilities and 
limitation and exploring their interests and values (Winston, 1997).  College juniors who 
were members of student organizations scored higher than non-members on educational 
involvement, career planning, lifestyle planning, cultural participation, and academic 
autonomy (Cooper et al., 1994).  Students who participated in leadership training had a 
higher commitment to civic responsibility (Logue, Hutchins, & Hector, 2005) and were more 
informed citizens who actively participated in addressing issues (Montelongo, 2002).  
Montlongo (2002) concluded that personal or affective development of attitudes, values, 
aspirations, and personality disposition were positive outcomes associated with 
extracurricular participation. 
  Academic achievement and persistence.  While some educators might 
suggest that involvement in extracurricular activities would negatively affect academic 
performance due to the competition for time, Astin (1999) posited that participation in 
extracurricular clubs and organizations increases a student’s level of involvement and 
therefore would have a positive effect on their academic performance and persistence.  
Several pieces of literature supported Astin’s theory. Wang and Shively (2009) examined the 
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relationship between extracurricular participation and student academic performance and 
found that undergraduates who participated in extracurricular activities, including serving as 
a board member of student government, becoming an orientation leader, working in 
residence halls, and serving in a leadership position in a campus student club, had higher 
GPA’s, increased persistence, and higher graduation rates compared to students who did not 
participate.  Similar results were found when researchers studied cognitive development or 
intellectual processes. Montelongo (2002) reported increases in critical thinking, knowledge 
acquisition, synthesis and decision-making associated with participation in college 
organizations. 
 Peer-to-peer interactions.  Research has confirmed that students who are 
active in campus clubs and organizations have the opportunity to interact with other students 
more than those that don’t participate. In fact, club participants have been reported to 
perceive more positive relationships than other students (Abrahamowicz, 1988) and 
perceived that this interaction contributed to positive college experiences (Astin, 1999; 
Pascarella & Terenzini, 1991). Astin (1996) also suggested that a student’s peer group is the 
strongest source of influence on his or her cognitive and affective development (Astin, 1996).  
 Positive interactions with faculty. Retallick and Pate (2009) reported that 
students who interacted with faculty or staff outside of class on at least a weekly basis 
indicated that the interaction was a result of student clubs or organizations related to their 
major field of study.  Abrahamowicz (1988) found club participants more likely to believe 
that their educational experience was high quality and perceived more positive relationships 
with faculty, and administration.   
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 Formal leadership role.  Another important aspect of extracurricular 
organizations is the impact that serving in a formal leadership role has on the student.  
Holding an office in an extracurricular organization was related to richness and magnitude of 
learning experiences and personal development during the college years (Astin, 1985). 
Researchers have examined the impact of serving as a club officer and found it related to 
increased leadership development (Ewing, Bruce, & Ricketts, 2009) and increased decision-
making (Rubin, Bommer, & Baldwin, 2002).  Kuh (1985) discovered that serving as an 
officer in an organization correlated positively with developmental gains in interpersonal 
competence, practical competence, cognitive complexity, and humanitarianism.  Serving as a 
leader in an organization was associated with higher levels of developing purpose, 
educational involvement, life management, and cultural participation (Cooper et al., 1994).  
Dugan and Komives (2007) studied undergraduate students and reported that students who 
served as positional leaders scored higher on each of the Socially Responsible Leadership 
Scales with the strongest effect size on common purpose and citizenship. 
 One possible explanation for the added benefit of serving as an officer in an 
organization is the increased time associated with serving as an officer.  Astin (1993) found 
that holding an office, public speaking ability, leadership abilities, and interpersonal skills 
were all correlated to hours per week spent participating in student clubs and organizations.  
Shertzer and Schuh (2004) suggested that students holding leadership positions in college 
were often given additional leadership development opportunities when compared to those 
members who did not hold leadership positions. Therefore, the increased skills oftentimes 
attributed to serving as an officer may actually be associated with the additional training that 
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officers received. Dugan & Komives (2007) found serving in a positional leadership role was 
a strong predictor of leadership self-efficacy. 
 While much of the research suggested that serving as an officer in a club or 
organization has added benefits for students, Foubert and Grainger (2006) studied the 
psychosocial development of students and found no increased benefit for students who 
served as officers in their extracurricular clubs or organizations over students who were 
members. Similar findings have been reported concerning the impact of serving as a club 
officer on a student’s initiative (Rubin, Bommer, & Baldwin, 2002) and in the perception that 
belonging to the organization had a positive impact on leadership development (Ewing, 
Bruce, & Ricketts, 2009).  
 Living environment.  The location of residence while in college has been found to be 
a significant predictor of leadership skill development.  Birkenholz and Schumacher (1994) 
found that living in a structured housing arrangement such as a residence hall, fraternity or 
sorority was positively related to perceived leadership skills.  Students who live in campus 
residences also show greater gains in interpersonal self-esteem and several forms of 
involvement, including interaction with faculty, involvement in student government, and 
participation in social fraternities or sororities (Astin, 1999). Similar benefits were reported 
with students who were a part of the Greek System (Rubin, Bommer, & Baldwin, 2002). Pike 
(2000) studied the social and cognitive benefits for Greek students and found a direct 
relationship to students’ social involvement and integration of college experiences and an 
indirect relationship to gains in general abilities associated with cognitive development.  
On-campus employment.   Involvement theory suggests that on-campus work 
experiences contribute positively to involvement because the student is spending more time 
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on campus, therefore increasing connections with faculty, staff, and other students (Astin, 
1999).  Research by Dugan and Komives (2007) supported this theory, finding employer 
mentoring among the strongest predictors of leadership self-efficacy.  Stedman, Rutherford, 
& Roberts (2006) suggested that instructors play a critical role in the learning experience of 
an internship and encourage facilitating reflection of student experiences to create stronger 
outcomes. 
Leadership programs.  Leadership programs involved a variety of pedagogies, 
including experiential learning opportunities (Haber & Komives, 2009 and Cress et al., 2001) 
and opportunities for service and active learning through collaboration (Cress et al., 2001). 
Most frequent leadership program activities were seminars, workshops, mentors, guest 
speakers, service and volunteerism (Zimmerman & Burkhardt, 1999). 
Schumacher and Swan (1993) examined students’ perceptions for the need for 
leadership programs and found that 87% of students felt that leadership training was needed 
at the college level and 81% indicated that they would be willing to participate in a formal 
leadership training program.  After studying the impact of a leadership seminar on freshman 
students, Posner (2009) recommended that leadership education be offered early in the 
college career because leadership programs significantly affected students’ subsequent 
leadership behaviors. 
However, the outcomes of leadership development programs have been inconsistent. 
Vegas, Brun, and Hausafus (1998) developed and evaluated a formal leadership development 
program in the College of Family and Consumer Sciences at Iowa State University.  This 
program that included 15 hours of leadership training was not found to increase leadership 
skills.  However, this program did motivate female students to more actively seek leadership 
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positions. Similar findings were reported by Haber and Komives (2009) who studied the 
impact of leadership training and education programs and found them not significant in 
developing individual leadership characteristics. 
Positive outcomes were found in a variety of studies, including the Multi-institutional 
study for leadership (Dugan & Komives, 2007).  Dugan and Komives (2007) analyzed the 
relationship between short-term, moderate-term, and long-term formal leadership programs 
and found short, moderate, and long-term programs had the same influence compared to 
students who had not attended any leadership training.  Moderate and long-term programs 
enhanced the citizenship outcome and long-term experiences increased the change outcomes.  
Von Stein (2007) described a program developed at the University of Florida to compliment 
the opportunities already available to students in the College of Agriculture and Life Science 
and help them address challenges they face as college students.  The evaluation of the 
seminar held once each semester showed that students believed the seminar was relevant and 
valuable, improved their personal effectiveness, and aided in their professional and career 
development. 
Kezar & Moriarty (2000), Posner (2009), and Layfield, Radhakrishna, and Andresen 
(2000) found participation in a leadership program was a positive predictor of leadership 
ability. Cress, et al. (2001) concluded that participants in leadership development programs 
were more likely to report growth in their commitment to civic responsibility, conflict 
resolution skills, ability to plan and implement programs and activities and willingness to 
take risks, more likely to hold an elected office, more likely to be involved in co-curricular 
activities, leadership skills (decision-making abilities), values (sense of personal ethics) and 
cognitive understanding (leadership theories).  Posner and Rosenberg (1998) found no 
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leadership difference between students who were involved in a one-time leadership 
experience and those involved for an entire year.  
Curricular experiences. Curricular experiences in the model referred to those 
experiences specific to an individual academic major or curriculum, including curriculum, 
academic advising, academic-based learning communities, internship experiences, and study 
abroad. 
 Leadership is both a stand-alone curriculum as well as integrated in other curricula.  
As a curriculum, the first undergraduate major in leadership was developed in the 1990s at 
the Jepson School of Leadership Studies at the University of Richmond.  Since that time 
additional leadership majors, minors, and certificate programs have been developed. 
 “Learning communities have become an integral part of the educational reform 
movement of the past two decades and have been heralded as a promising strategy for 
restructuring education” (Buch & Spalding, 2011).  At Iowa State University, over 70 
learning communities are tied to a major.  Learning communities have been shown to ease 
the transition to college, increase peer and faculty interactions, support critical thinking 
skills, and increase persistence (Inkelas & Weisman, 2003).  Rowan-Kenyon, Soldner, & 
Inkelas (2007) reported that students who participated in learning communities had a higher 
sense of civic engagement than those students who did not participate in learning 
communities. 
 Foundational experiences.  The conceptual framework for this study included three 
foundational constructs that influence all three areas of the college experience.  The first is 
culture which provides a framework for the institution.  The second and third foundational 
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experiences are service learning and mentoring.  These experiences occur in classroom 
settings, as a part of curricular experiences and extracurricular experiences. 
 Culture.  Peterson and Spencer (1991) defined culture as “the deeply embedded 
patterns of organizational behavior and the shared values, assumptions, beliefs, or ideologies 
that members have about their organization or its work” (p. 142).  The literature related to the 
impact of culture on educational outcomes is sparse.  Drawing on concepts found in 
anthropology and sociology, researchers have examined the role of culture in higher 
education.  College culture is dependent on the disciplines and experiences of the faculty 
(Kezar & Eckel , 2002). 
 Tierney (1988) developed a six category framework to analyze culture:  environment, 
mission, socialization, information, strategy, and leadership.  Assuming that the values, 
beliefs, and assumptions of an institution are reflected in its processes and artifacts, Kezar & 
Eckel (2002) conducted case studies to assess culture and its relationship to organizational 
change in higher education and found that change strategies are more successful if they are 
consistent with the culture.  Scholars have examined the role of institutional-level policies, 
climate, and campus value system and concluded that these factors mediate student 
engagement and learning (Kuh, Kinzie, Schuh, & Whitt (2005).  An additional artifact that 
can be examined to assess cultural values is to examine institutional expenditures.  Smart, 
Ethington, Riggs, & Thompson (2002) stated that institutional spending patterns influence 
student leadership development. 
 Service learning. “Service-learning is a form of experiential education in which 
students engage in activities that address human and community needs together with 
structured opportunities intentionally designed to promote student learning and development” 
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(CAS, 2006, p. 302).  Service learning research can be found in studies that examined 
classroom outcomes, curricular experiences, and extracurricular experiences.  “The 
interweaving of service into leadership and other involvement experiences has the potential 
to increase leadership learning dramatically.  An expansion of quality and quantity of service 
programs grounded in critical reflection may significantly contribute to developmental gains 
in socially responsible leadership” (Dugan, 2006, p. 37).  Sessa, V.I., Matos, C. and Hopkins, 
C.A. (2009) suggested that service learning allows students to learn about leadership, explore 
the complexities of leadership and try the theories out or observe them in real life settings.  
The Multi-Institutional Study for Leadership includes community service as a 
construct and reports over half of the students participated in community service (Dugan & 
Komives, 2007).  Patterson (2011) found that 17.5% of college students who participated in 
service learning did so as a part of a service organization and 15% as members of fraternities 
and sororities.  Involvement in service was related to significantly higher scores on the 
Socially Responsible Leadership Scale (SRLS) (i.e., scale used to measure the Social Change 
Model).  Specifically, students involved in community service scored significantly higher 
than uninvolved peers on consciousness of self (Dugan & Komives, 2007).  Regression 
analysis showed the strongest influence on citizenship and collaboration (Dugan & Komives, 
2007).   
 Research has focused on the quantity of involvement in community service instead of 
the quality.  For example, the more hours per week students spent volunteering the more 
likely they were to show growth in leadership skills and knowledge, civil responsibility, 
understanding of personal and social values, and awareness of multicultural and community 
issues (Cress, et al., 2001).  Berger & Milem (2002) suggested that more research needs to be 
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done on the quality of the experience, including motivation for involvement, characteristics 
of involvement, and learning opportunities.  Data from additional research could then be used 
to facilitate experiences that match intended student outcomes with the appropriate kind of 
community service. 
 Mentoring. Mentoring is defined as a process where a developmental relationship 
evolves between a more advanced or experienced person (i.e., a mentor) who provides career 
and/or personal support to another individual (i.e., a protege) (Wolfe, 2006).  Retallick & 
Pate (2009) found that undergraduates perceive faculty and staff in the college as mentors.  
Undergraduates who report having a mentor indicate more positive career development 
(Levinson, 1978; Campbell & Campbell, 1997; Jowett & Stead, 1994), earned higher grades 
and were more likely to persist (Campbell & Campbell, 1997).  Dugan and Komives (2007) 
stated that 70% of students reported being mentored by peers or faculty and that faculty 
mentoring was a strong predictor for leadership.  Citizenship and collaboration were the only 
SCM values not predicted by faculty mentoring (Dugan & Komives, 2010). 
 Yarbrough (2002) described an engagement model for advisors of student 
organizations that clarifies individual roles and student-advisor relationships.  The model 
encouraged advisors and students to work together to set goals and work together to reach 
group goals.  The model explained steps to create an ongoing supportive environment.   
DiPaola (2009) questioned the role of the leadership educators and suggested faculty 
who work directly with students are often faced with situations where a student has 
underlying issues that prevent them from leading.  DiPaola suggested that practitioners that 
work with students on leadership development should “participate in the same level of 
critical reflection, mutual support, and courageous sharing that we promote among our 
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student leaders” (p.16) by examining their role and training to help students deal with 
personal issues. 
Reflection.  Because of the experiential nature of leadership development and the 
role reflection plays in the experiential learning process, reflection was a component of the 
model that transcends precollegiate and collegiate experiences.  Without reflection, 
precollegiate and collegiate experiences would not predict the same leadership outcomes. 
This notion is supported in both education and leadership literature (Bass, 1990; 
Middlebrooks, 2008; Moore, Boyd, & Dooley, 2010; Roberts, 2008; Stedman, Rutherford, & 
Roberts, 2006).  Bass (1990) proposed that the effectiveness of leadership development 
depends on “demonstrating or helping the student discover how to change his or her own 
perceptions, cognitions, attitudes, or behaviors” (p. 818).  Reflection is important in 
leadership development because it provides an opportunity for students to engage in new 
behaviors, reflect on their experiences, question assumptions, and adopt new attitudes and 
behaviors (Roberts, 2008).  In addition, reflection is needed in experiential learning to 
complete the experiential learning cycle (Kolb, 1984).  
 Educators have utilized different strategies to facilitate student reflection.  
Middlebrooks (2008) suggested the use of Kiva, “a structured group experience that 
encouraged critical reflection and self-analysis through multiple, sequenced queries regarding 
a single issue,” as a strategy to help students reflect on experiences and apply them in the 
future (p. 131).  Sessa, et al. (2009) utilized reflection journals as an evaluation tool for a 
service learning class and suggested that additional reflections will deepen students’ learning. 
 Professionals that work with student organizations should consider the impact that 
reflection and application plays on leadership development (Ewing, Bruce, Ricket, 2009). 
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Students need to be able to reflect on their college organization experiences and become 
better leaders because of those experiences. Reflection should allow students to apply 
experiences to other areas of their life, such as career and personal areas. 
Outcomes.  The final component of the research model was the leadership 
development outcomes.  Outcomes can be defined as the skills or aptitudes that students are 
expected to attain proficiency in during their college careers.  These included:  general 
intellectual skills, academic disciplines and interpersonal and leadership skills needed for 
productive careers and effective citizenship (Iowa State University Provost, 2011).   
 A wide variety of leadership theories and models have been used to guide leadership 
development experiences and research.  A few of these included: transformational leadership 
(Bass, 1990), primal leadership (Goleman, Boyatzis, & McGee, 2002), leadership identity 
(Komives, Owen, Longerbeam, Mainella, & Osteen, 2005), leadership challenge (Kouzes & 
Posner, 2007), and social change model (SCM) (HERI, 1996).  
 The SCM is a widely cited model of student leadership in higher education (Haber & 
Komives, 2009) For example, the social change model of leadership development, measured 
by the Socially Responsible Leadership Scale (SRLS-R2), is used in the Multi-Institutional 
Study of Leadership (MSL).  This study, first conducted in 2006 and conducted annually 
since 2009, includes nearly 200 higher education institutions.  In addition, studies were 
conducted that examined the relationship between the SCM and college student experiences 
(Dugan & Komives, 2010), community service (Bonnet, 2008; Gasiorski, 2009), military 
education programs (Wilson, 2009), and Greek membership (Dugan, 2006).  
Leadership development, conceptualized using the SCM (HERI, 1996), was used for 
the current study.  The SCM describes leadership as a purposeful, collaborative, values-
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driven process.  Its central principles—social responsibility and change for the common 
good—were assessed through eight core values that describe students’ level of self-
awareness and ability to work with others.  The model views leadership as a process, not a 
position, and encourages leadership development in all participants, including those who 
hold formal leadership positions and those who don’t.  The SCM promotes the values of 
equality, social justice, self-knowledge, personal empowerment, collaboration, citizenship, 
and service (Astin & Astin, 1996).   
 SCM includes seven core values that represent a student’s leadership knowledge and 
capacity.  These values are divided into three levels, individual level (i.e., consciousness of 
self, congruence, and commitment), the group level (i.e., collaboration, common purpose, 
and controversy with civility) and societal level (i.e., citizenship) (Figure 2.4).  Collectively, 
these values contribute to an eighth value (i.e., change for the common good).   
Conclusions 
 Educational reform associated with learning outcomes and leadership was explored in 
this chapter.  The theories and research in college student involvement and leadership 
development which provide a theoretical and empirical foundation to examine leadership 
development as a part of the college experience were examined. In addition, the experiential 
learning model was examined and the role of higher education in leadership development 
discussed.  Finally, the conceptual framework and research related to each component of the 
framework was described.   
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The Seven C’s:  The Critical Values of the Social Change Model 
Individual Values 
Consciousness of Self Being self-aware of the beliefs, values, attitudes, and emotions that 
motivate you to take action.  Being mindful, or aware of your current 
emotional state, behavior, and perceptual lenses. 
Congruence Acting in ways that are consistent with your values and beliefs.  
Thinking, feeling, and behaving with consistency, genuineness, 
authenticity, and honesty towards others. 
Commitment Having significant investment in an idea or person, both in terms of 
intensity and duration.  Having the energy to serve the group and its 
goals.  Commitment originates from within, but others can create an 
environment that supports an individual’s passion. 
Group Values 
Collaboration Working with others in a common effort, sharing responsibility, 
authority, and accountability.  Multiplying group effectiveness by 
capitalizing on various perspectives and talents, and on the power of 
diversity to generate creative solutions and actions. 
Common Purpose Having shared aims and values.  Involving others in building a group’s 
vision and purpose. 
Controversy with Civility Recognizing two fundamental realities of any creative effort: 1.) that 
viewpoints are inevitable, and 2.) that such differences must be aired 
openly but with civility. 
Community Values 
Citizenship Believing in a process whereby an individual and/or a group become 
responsibly connected to the community and to society through some 
activity.  Recognizing that members of communities are not 
independent, but interdependent.  Recognizing individuals and groups 
have responsibility for the welfare of others. 
Since it is a key assumption of the SCM that the ultimate goal of leadership  
is positive social change, “change” is considered to be the “hub” of the model. 
Change Believing in the importance of making a better world and a better 
society for oneself and others.  Believing that individuals, groups, and 
communities have the ability to work together to make that change. 
(Adapted from Higher Education Research Institute, 1996, p. 21; Tyree, 1998, p. 176, and Astin, 1996, p 
6-7) 
 
Figure 2.4. From Wagner, W. (2006).  The social change model of leadership:  A brief 
overview.  Conepts & Connections, 15 (1), 9.  Used with permission from the National 
Clearinghouse for Leadership Programs. 
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Chapter III.  Methods 
 The purpose of this quantitative study was to gather information about the role of 
extracurricular activities in enhancing leadership development. A web-based questionnaire 
was administered to identify and describe specific characteristics and experiences that were 
associated with higher levels of leadership outcomes. In this chapter, the subjects will be 
described, the instrument will be explained, data collection will be described, and statistical 
procedures will be identified. 
Subjects 
 The intended target population of this study was traditional-age, undergraduate 
college students in the College of Agriculture and Life Sciences (CALS) at Iowa State 
University (Table 3.1).  
Table 3.1.  
College characteristics 
Characteristics* 
Iowa State University undergraduate enrollment 23,104 
CALS undergraduate enrollment 3,298 
Gender Females 1,535; males 1,763 
Race Caucasian 3,087; multi-cultural 211 
Note. *Data based on 2010-2011 enrollment statistics 
In order to learn more about the extracurricular experiences of the students in the 
population, a purposive sampling technique was used.  Purposive sampling is defined as 
“sampling elements judged to be typical, or representative, are chosen from the population 
(Ary, Jacobs, & Razavieh, 2002, p. 169).  All full-time students in the College of Agriculture 
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and Life Sciences at Iowa State University who had 90 or more credits were sampled to 
increase the opportunities students have had to become involved.  Students over 24 years old 
were excluded to reduce outliers in the data.  Contact information for these students was 
received from the Iowa State University Registrar’s Office. Using an official university list 
reduced the probability of selection and frame error due to the accuracy of the list used to 
contact subjects.  Selection error occurs when the chances of being included in the sample are 
not equal because duplicates appear on the list and frame error occurs when units are omitted 
from the list (Miller, 2002).  
 Sampling error occurs when the sample is not representative of the population.  Ary, 
Jacobs, and Razavieh (2002) recommended increasing the sample size to decrease sampling 
error. In this study, all 969 undergraduate seniors were surveyed to reduce sampling error, 
resulting in 535 males and 434 females. The ethnic make-up of the sample was 864 white, 33 
other or unknown, 19 Latino, 17 Asian or Pacific Islander, 16 international, 13 Black or 
African American, 4 two or more races, and 3 Native American. 
Instrumentation 
 A researcher-designed survey instrument (Appendix B) was developed to meet the 
research objectives. The survey included a combination of existing instruments and 
researcher designed questions. Following the study’s conceptual framework, the instrument 
was organized into three sections: precollegiate experiences, collegiate experiences, and 
leadership development. Each section included a brief introduction to that specific section. 
 Qualtrics, a web-based survey instrument, was used because of the program’s 
capabilities to improve the flow of the instrument. Qualtrics uses “skip/display logic” to 
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customize which questions a subject received. Therefore, based on initial responses, a subject 
was asked additional questions that related to their experiences. 
 Precollegiate experiences. Researcher-designed questions were developed to collect 
data related to the following precollegiate or high school experiences/variables: involvement 
in extracurricular activities, ranking of extracurricular involvement, level of extracurricular 
involvement, leadership training, and perceived leadership skills when they entered college. 
First, subjects were asked to indicate whether or not they participated in extracurricular 
activities or leadership training activities while in high school. Based on the responses to 
these questions, subjects were asked additional questions to find out additional information 
about these experiences. 
Subjects who reported that they participated in extracurricular activities while in high 
school were asked to select from a list of extracurricular activities, including school and 
community organizations which they participated in.  This list of clubs and organizations was 
developed with input from current high school students, high school teachers, and ISU 
extension staff.  For those organizations not listed, participants had the opportunity to 
identify other organizations that they participated in. 
After identifying which organizations they participated in, subjects were asked to 
rank these organizations based on how important they were to their leadership development. 
And finally, participants were asked to indicate the number of years they were involved in 
each organization and their level of participation, ranging from member to state/national 
leadership.  
Subjects who indicated that they had participated in leadership training prior to 
attending college were asked to list up to three training activities that were most important to 
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their leadership development and indicate what type of training that best described their 
experiences. 
All subjects, regardless of their participation in extracurricular activities or leadership 
training experiences, were asked to rate their leadership skills when they entered college 
using a likert-type scale. 
 College experiences.  Researcher-designed questions were used to collect data about 
collegiate experiences. While the purpose of this study was to learn more about the role of 
extracurricular activities on leadership development, questions about additional collegiate 
experiences that have been previously linked to leadership experiences were included to 
control for the effects of these variables.  These included questions about participation in 
learning communities and off-campus internships. Subjects were asked to indicate whether or 
not they participated in extracurricular organizations, including college organizations, 
university-based organizations, government of the student body, faith-based organizations, or 
community-based organizations. In addition, they were asked to indicate whether they were a 
member of a competitive team or the Greek system and whether they had participated in any 
leadership training other than class work while in college.  
 Based on their answers to the question about participation, subjects were asked 
additional questions to learn more about their experiences.  Subjects who indicated that they 
had at least one internship, were asked to identify the internship, indicate the length of time 
of the internship, and whether or not they received academic credit.  Subjects who were 
involved in extracurricular activities, judging or competitive teams, or the Greek system were 
given a list of activities/organizations and asked to select which ones they participated in. 
This list included college-level clubs that have a seat on the student council, judging or other 
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competitive teams, Government of the Student Body, university-related clubs/organizations, 
social or recreational clubs/organizations, faith or religious-based organizations, community-
based organizations, and the Greek system. “Other” categories were also included to allow 
participants to fill in additional organizations not included on the list. The list of clubs and 
organizations was developed by the researcher with input from current students, academic 
advisors, and college and university websites.   
After subjects identified which extracurricular activities they had participated in, they 
were asked to rank them based on how important they perceived them to be to their 
leadership development.  Next, subjects were asked to indicate how many years they were 
involved in each club or organization and their highest level of participation in each 
organization.  In addition, subjects that indicated that they were involved in leadership 
training activities outside of class work were asked to identify up to three training activities 
that they felt were most important to their leadership development and indicate what type of 
training it was. 
 Leadership development.  Leadership development was assessed using the Socially 
Responsible Leadership Scale (SRLS-R2).  The scale included 68 likert-type items, which 
includes eight separate scales that measure three specific constructs (i.e., Individual Values, 
Group Values, and Community Values) of the Social Change Model (SCM).  The reliability 
of the SRLS-R2 has been established by the Multi-Institutional Study of Leadership, which 
has used the SRLS-R2 with more than 60,000 students (National Clearinghouse for 
Leadership Programs, 2009).  Reliability for each SRLS-R2 scale was also computed for this 
study using Cronbach’s alpha (Table 3.2).   
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Table 3.2.   
Reliability levels for SRLS-R2  
Scale 
Multi-Institutional 
Study of Leadership 
Current Study 
Individual Values   .88 
         Consciousness of Self .79 .80 
        Congruence .80 .88 
        Commitment .83 .87 
Group Values  .86 
        Collaboration .82 .84 
        Common Purpose .82 .88 
        Controversy with Civility .77 .78 
Community Values   
        Citizenship .77 .90 
Change .81 .86 
Omnibus  .87 
Permission to use the instrument for the purposes of this study was obtained 
(Appendix C). In return, the researcher agreed to acknowledge the “National Clearinghouse 
for Leadership Programs” and the “Center for Student Success” in publications. 
Validity. Face validity, content validity, and internal validity were established by a 
group of students similar to those in the sample. Two expert panels of students in the College 
of Agriculture and Life Sciences, comprised of both males and females from a variety of 
majors in the college, viewed the survey. To ensure that students on the expert panels were 
not a part of the sample population, all students on the panel had completed between 60 and 
85 credits.  The researcher prepared a variety of open-ended questions before the panel 
discussions to obtain feedback about the clarity of questions and directions, what different 
responses to each question would indicate about their experiences.  Students on the expert 
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panel were briefed about the goals and objectives of the study and the data collection 
procedures planned to help them answer the following questions. 
Questions about the e-mail/cover letter 
1. What suggestions do you have for this e-mail? 
2. What incentive would encourage you or your friends to complete the survey? 
3. What recommendations do you have for me regarding a specific part of the semester, 
day of the week, or time of day that would encourage student response? 
Questions about the survey 
1. What does this question mean to you? 
2. Is there anything unclear about this question? If so, what? 
3. What suggestions do you have about this section of questions? 
4. What is your overall impression of the survey? What suggestions do you have? 
 In addition to the student panels, a group of professionals were asked for their input 
regarding face validity. This expert panel included members of the researcher’s graduate 
committee, a faculty member in Educational Leadership and Policy Studies, a graduate 
student at Virginia Polytechnic Institute and State University, and an Iowa State University 
Extension Staff member. This group of experts was provided the research purpose and 
objectives, subject information, and data collection strategies to help them answer the 
following questions: 
1. Does the survey ask the appropriate questions to measure precollegiate extracurricular 
involvement? 
2. Does the survey ask the appropriate questions to measure collegiate experiences 
associated with leadership development, including extracurricular involvement? 
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3. Will the demographics received from student records provide the necessary 
information? Are there additional demographics that should be received from student 
records or added to the student survey? 
 After careful consideration of the suggestions of both student panels and the 
professional panel, several changes were made to the instrument, including both content and 
question format.  The order of the questionnaire was also changed.  Subjects were asked 
about college experiences first, followed by the SRLS-2 instrument.  Finally, they were asked 
about precollegiate experiences.   
Data collection 
 The researcher received Institutional Review Board (IRB) approval from Iowa State 
University to conduct the study (Appendix B). In order to receive this approval, the 
researcher provided the IRB information and documentation to ensure that the rights and 
safety of participants were protected, including a clear explanation of the purpose of the 
research, participant selection, research plan, consent process, data analysis, and 
confidentiality. 
 Student records received from the Iowa State University Registrar’s Office were used 
to collect demographic and academic information of the subjects. The dataset included, 
gender, age, race, high school class rank, ISU grade point average, entry type (direct from 
high school or transfer) and semester hours of leadership classes completed. The researcher 
chose to obtain this information from the official student records to increase the accuracy of 
self-reported data and reduce the length of the survey.  To control for leadership skills 
obtained through class work, the researcher received data from the student’s official records 
about how many semester hours of leadership classes each student had completed.  
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Leadership class was identified using the list of leadership courses used within the 
undergraduate certificate program in Community Leadership and Public Service. 
The subjects were contacted via Iowa State University e-mail and the purpose of the 
study was explained as well as statements about voluntary participation.  Students were also 
informed that subjects who participate in the study would be entered into a random drawing 
for twelve - $10.00 gift certificates for on-campus food sales. Subjects were instructed to 
follow a link to Qualtrics where general consent was explained. Subjects were asked to select 
the “Next” button to consent to participate in the survey.  Subjects were contacted up to five 
times to reduce non-response. Those who responded were removed from the e-mail list and 
were not contacted again. 
Dillman (2000) recommended five contacts with subjects to increase survey response. 
Dillman’s strategies were modified based on the suggestions of the students involved in the 
expert panels. These students suggested that undergraduates would view a pre-notice as junk 
mail and would be less likely to respond favorably to the follow-up e-mails. This 
recommendation resulted in including the survey link in the first e-mail contact. The expert 
student panel did agree with Dillman that the cover letter should be as brief as possible.  Five 
e-mail contacts (Appendix B) were made to subjects over a 14 day period of time (Table 3.3). 
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Table 3.3 
E-mail distribution schedule 
Day of data collection 
April 11, 2011 Introduction e-mail - purpose of the study, consent information, and survey 
link. 
April 14, 2011 Follow-up e-mail to non-respondents-reminder about the purpose of the 
study, consent information, and the survey link. 
April 17, 2011 Follow-up e-mail to non-respondents-reminder about the purpose of the 
study, consent information, and a survey link. 
April 21, 2011 Follow-up e-mail to non-respondents-reminder about the purpose of the 
study, consent information, and a survey link 
April 24, 2011 Final e-mail with non-respondents – reminder about the purpose of the 
study, final e-mail, consent information, and a survey link. 
 
Non-response error 
One of the concerns raised by the expert panels was the length of the survey and the 
time commitment to complete the survey. To determine the amount of time it would take for 
subjects to complete the on-line instrument, the researcher conducted a small pilot of the 
instrument. Thirty-two members of the College of Agriculture and Life Science Ambassadors 
comprised the convenient sample used for the pilot. To ensure that students involved in the 
pilot would not be a part of the research sample, students were selected who had completed 
between 60 and 85 credits.  These students were also invited to share any feedback about the 
survey instrument with the researcher. Twenty-three students participated in the pilot. The 
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time to complete the survey ranged from 9 to 23 minutes with the average being 11.3 
minutes. The researcher determined that this was an acceptable time for survey completion 
and continued.  Several participants responded with feedback about their interest in the study. 
However, no additional feedback was received to modify the instrument. The results of this 
pilot were deleted before data collection before the study began.   
Non-response error was controlled using two different methods.  First, independent 
sample t-tests were used to compare early and late respondents, as suggested by Lindner, 
Murphy, and Briers (2001).  According to this analysis, differences in involvement in 
extracurricular activities did not exist between early and late respondents.  Second, the 
researchers compared demographics of the sample list from university records with 
demographics of survey respondents.  Females, students who entered the university directly 
from high school, and students with a higher GPA were more likely to respond.  
Data analysis 
Survey responses were automatically recorded by Qualtrics as subjects completed the 
survey.  Once data collection was complete, raw data was checked for missing data and 
obvious errors.  Incomplete data and response set error were documented and eliminated 
from the dataset. E-mail addresses were used to match the student record’s information with 
survey results. To ensure confidentiality, all individual identifying data were removed once 
student records were combined with responses and before data analysis began.  
Objective one, “Identify and describe experiences of undergraduate extracurricular 
involvement that result in increased leadership development” and objective two, “Examine 
the quantitative and qualitative aspects of involvement in extracurricular clubs and 
organizations and those relationships with leadership development” were addressed using 
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similar analysis methods.  Descriptive statistics (i.e., frequencies, means, and standard 
deviations) were used to describe the subjects and the students’ experiences.  Inferential 
statistics (i.e., t-test and ANOVA) were calculated to determine if there were mean 
differences in the dependent variable based on the independent variables.   
A hierarchical regression was used to address objective three, “Predict undergraduate 
student leadership development, defined as the SCM, through extracurricular club 
involvement, while controlling for precollegiate characteristics and experiences and other 
college experiences.”  Two independent blocks were used to compare the effects of 
independent variables.  Block one included characteristics identified as precollegiate 
characteristics in the collegiate leadership development model.  Block two included 
curricular, extracurricular, and classroom experiences from the collegiate experiences portion 
of the model.  The dependent variable, leadership development, was the outcome construct. 
Limitations 
When comparing the demographics of the population list from university records with 
demographics of survey respondents, females, students who entered the university directly 
from high school, and students with a higher GPA were more likely to respond.  Therefore, 
caution should be used when generalizing beyond those who responded.  In addition, data 
were collected at one College of Agriculture and Life Science at a fairly homogeneous 
institution.  In spite of these limitations, the analysis offers insights for other institutions who 
aspire to increase student leadership outcomes. 
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Chapter IV.  Undergraduate involvement in extracurricular activities and 
leadership development in College of Agriculture and Life Sciences students 
A paper accepted for publication in the Journal of Agricultural Education 
Elizabeth A. Foreman and Michael S. Retallick 
Abstract 
 The purpose of this study was to identify and describe experiences of undergraduate 
extracurricular involvement that result in increased leadership development.  Senior students 
in the College of Agriculture and Life Sciences at Iowa State University completed an online 
questionnaire about their extracurricular experiences.  Leadership development was 
conceptualized using the social change model.  The Socially Responsible Leadership Scale 
(SRLS-R2) group scale was used to access leadership group values, and the Omnibus SRLS-
R2 was used to measure the overall leadership construct.  Ninety-six percent of respondents 
(n = 199) indicated they were involved in an extracurricular activity, including 21% in the 
Greek system, 95% in clubs and organizations, and 29% in competitive teams.  Students who 
reported serving as an officer of a club or organization and students who reported spending 
more hours per week in extracurricular clubs and organizations scored significantly higher 
on both the SRLS-R2 group and an Omnibus SRLS score. 
Keywords:  undergraduate leadership development; undergraduate extracurricular 
involvement; Social Change Model; Socially Responsible Leadership Scale 
 This paper is a product of the Iowa Agriculture and Home Economics Experiment 
Station, Ames, Iowa.  Project No. 3613 and sponsored by the Hatch Act and State of Iowa. 
The authors would like to acknowledge the National Clearinghouse for Leadership Programs 
and the Center for Student Success for allowing us to use the SRLS-R2 instrument. 
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Introduction 
Recent higher education reforms have led to a greater focus on student learning 
outcomes, including professional skill development, and the impact of experiences outside 
the classroom as learning opportunities. Many institutions of higher education include 
leadership development in their mission statements (Astin & Astin, 2000; Boatman, 1999).  
The Council for the Advancement of Standards in Higher Education (CAS) identified 
leadership development as one of 16 student learning and development outcomes and 
suggested that leadership can be intentionally learned (CAS, 2006).  “There is a growing 
recognition that this task [purposefully develop socially responsible leaders] is the 
responsibility of all members of the campus community, not just those teaching leadership 
courses or those working with co-curricular leadership programs” (Dugan & Komives, 2007, 
p. 5).   
 In recent years, higher education has recognized participation in extracurricular 
activities as a strategy to reach learning outcomes, such as leadership development, and not 
simply as a social activity (Birkenholz & Schumacher, 1994; Ewing, Bruce, & Ricketts, 
2009; Layfield, Radhakrishna, & Andresen, 2000; Rubin, Bommer, & Baldwin, 2002).  
However, to facilitate learning experiences, educators need to know more about specific 
experiences that result in increased leadership development. “By identifying specific learning 
tasks and goals associated with leadership development, one can intentionally create 
opportunities which foster such development in college” (CAS, 2006, p. 93).  
Conceptual Framework 
 Dugan (2006) identified a gap between research on college student leadership 
development and models used in practice: “Researchers’ use of general measures of 
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leadership development rather than those tied to existing models has contributed to a scarcity 
of empirical studies grounded in the theory that informs leadership practice” (p. 335).  An 
adaptation of Terenzini and Reason’s (2005) model explaining first-year college student 
experiences served as the framework for this study.  The Collegiate leadership development 
model developed for this study has three components (Figure 1).  
 
Figure 1. Collegiate leadership development model. Adapted from “Parsing the first year of 
college: A conceptual framework for studying college impacts” by P.T. Terenzini and R.D. 
Reason, 2005, paper presented at the meeting of the Association for the Study of Higher 
Education. Philadelphia, PA.  Adapted with permission. 
The first two are precollegiate and college experiences, which previous literature suggests 
contribute to leadership development in undergraduate college students.  The third 
58 
 
 
 
component, leadership development, is the outcome of the model and was conceptualized 
using the social change model (SCM; Higher Education Research Institute, 1996). 
Precollegiate Characteristics and Experiences 
 The precollegiate construct of this model includes socio-demographics that have been 
linked to leadership development, including race (Armino et al., 2000; Kimbrough, 1998; 
Phinney, 1990) and gender (Josselson, 1987; Kezar, 2002; Kezar & Moriarty, 2000).  In this 
study, academic success prior to entering college was defined by high school class rank.  
Additional personal and social experiences related to undergraduate leadership development, 
such as precollegiate extracurricular experiences (Astin, 1977; Park & Dyer, 2005) and 
leadership self-efficacy (Astin, 1999), are also included in this component. 
College Experiences 
 The college experience construct includes three types of individual student 
experiences that have been associated with leadership development: classroom experiences, 
including subject matter, teaching and learning strategies, and peer interactions; curricular 
experiences, including academic major, involvement in a departmental learning community, 
internships, and study abroad experiences; and out-of-class-experiences.  This study focused 
on out-of-class experiences, specifically extracurricular involvement in a student club or 
organization. 
 Extracurricular experiences are often perceived as important to students’ social and 
personal growth.  However, when extracurricular activities are viewed solely as social 
functions, they are also seen as competing with academic work (Rubin, Bommer, & Baldwin, 
2002).  Studies have shown that participation in extracurricular activities contributes 
positively to interpersonal skills (Birkenholz & Schumacher, 1994; Ewing et al., 2009; 
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Layfield et al., 2000; Moore, Prescott, & Gardener, 2008; Pascarella & Terenzini, 1991; 
Rubin et al., 2002), academic achievement and persistence (Astin, 1999; Wang & Shively, 
2009), peer-to-peer interactions (Abrahamowicz, 1988; Astin, 1996; Pascarella & Terenzini, 
1991), and positive faculty interactions (Abrahamowicz, 1988; Campbell & Campbell, 1997; 
Retallick & Pate, 2009). 
 Kouzes and Posner (2007) suggested that exposure to a variety of out-of-classroom 
experiences provides concrete experiences as students apply leadership theories and skills.  
Additional researchers have examined this idea and concluded that participation in 
extracurricular clubs and organizations contributes to positive leadership development 
(Birkenholz & Schumacher, 1994; Ewing et al., 2009; Layfield et al., 2000).  Similarly, 
students who participate in extracurricular clubs and organizations have been found to have 
higher scores in developing purpose (Cooper, Healy, & Simpson, 1994) and establishing and 
clarifying purpose (Martin, 2000; Stanford, 1992).  College juniors who were members of 
student organizations scored higher than nonmembers on educational involvement, career 
planning, lifestyle planning, cultural participation, and academic autonomy (Cooper et al., 
1994).  Montelongo (2002) concluded that personal or affective development of attitudes, 
values, aspirations, and personality disposition were positive outcomes associated with 
extracurricular participation. 
 Involvement.  Astin (1999) defined involvement as an investment of physical and 
psychological energy that occurs along a continuum, meaning different students exhibit 
different levels of involvement at different times.  Involvement has both quantitative (i.e., 
how much time a student spends on an activity) and qualitative (i.e., how focused the student 
is on the activity) aspects.  Using these principles along with concepts prominent in cognitive 
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structural and psychoanalytic theories, Astin (1999) developed a conceptual framework to 
explain how educational programs and policies translate into student achievement and 
development, which are directly proportional to the quality and quantity of student 
involvement.  The framework can help researchers investigate student learning and 
administrators and practitioners design more effective learning environments. 
 Positional leadership role.  Another important aspect of involvement in 
extracurricular organizations is the impact of serving in a positional leadership role.  Holding 
an office in an extracurricular organization can enhance the richness and magnitude of 
learning experiences and personal development during college years (Astin, 1984).  Serving 
as a club officer was related to increased leadership development (Ewing et al., 2009) and 
increased decision making (Rubin et al., 2002).  Kuh (1985) found that serving as an officer 
of an organization correlated positively with developmental gains in interpersonal 
competence, practical competence, cognitive complexity, and humanitarianism.  Serving as a 
leader of an organization was associated with higher levels of developing purpose, 
educational involvement, life management, and cultural participation (Cooper et al., 1994).  
Dugan (2006) found that undergraduate students who served as positional leaders scored 
higher on the Socially Responsible Leadership Scale (SRLS-R2) group values scale and the 
SRLS-R2 societal values scale. 
 Although much research suggested that serving as an officer of a club or organization 
has added benefits for students, Foubert and Grainger (2006) studied the psychosocial 
development of students and found no increased benefit for students who served as officers 
of their extracurricular clubs and organizations over students who were members.  Similar 
findings have been reported concerning the impact of serving as a club officer on a student’s 
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initiative (Rubin et al., 2002) and in the perception that belonging to the organization had a 
positive impact on leadership development (Ewing et al., 2009).  
Leadership Development Outcomes 
 Leadership development is the outcome construct of this model.  Many different 
definitions and theoretical frameworks have been used to study leadership development.  For 
the purposes of this study, leadership is defined as an “influential relationship among leaders 
and followers who intend real changes that reflect their mutual purposes” (Rost, 1991, p. 
102).  The Social Change Model (SCM), developed by the Higher Education Research 
Institute of UCLA in 1993 was used to conceptualize leadership development. 
 The SCM describes leadership as a purposeful, collaborative, values-driven process.  
Its central principles—social responsibility and change for the common good—are assessed 
through eight core values that describe students’ level of self-awareness and ability to work 
with others.  The model views leadership as a process, not a position, and encourages 
leadership development in all participants, including those who hold formal leadership 
positions and those who don’t.  The SCM promotes the values of equality, social justice, self-
knowledge, personal empowerment, collaboration, citizenship, and service (Astin & Astin, 
1996).  The model for this study includes all three elements of the SCM: individual values, 
group values, and community values. 
The SCM is a widely cited model of student leadership in higher education (Haber & 
Komives, 2009) For example, the social change model of leadership development, measured 
by the Socially Responsible Leadership Scale (SRLS-R2), is used in the Multi-Institutional 
Study of Leadership (MSL).  This study, first conducted in 2006 and conducted annually 
since 2009, includes nearly 200 higher education institutions.  In addition, studies have been 
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conducted that examine the relationship between the SCM and community service (Bonnet, 
2008; Gasiorski, 2009), military education programs (Wilson, 2009), and Greek membership 
(Dugan, 2006).  
Problem Statement 
 Although professionals in higher education espouse the value of extracurricular 
experiences, little research has been done to identify specific experiences that contribute to 
student development (Von Stein & Ball, 2008).  Literature shows links between 
extracurricular participation and leadership outcomes (Birkenholz & Schumacher, 1994; 
Ewing et al., 2009; Layfield et al., 2000).  However, a better understanding of the 
extracurricular experiences of undergraduate students and which of those experiences result 
in desired leadership outcomes are unclear.   
Research Purpose and Objectives 
 The purpose of this quantitative study was to identify and describe experiences of 
undergraduate extracurricular involvement that result in increased leadership development. 
 Four research objectives guided this study: 
1. Describe the demographics of students who participate in extracurricular activities.  
2. Describe the extracurricular experiences of undergraduate students.  
3. Explore whether the average hours per week spent in extracurricular clubs and 
organizations influences the level of leadership. 
4. Determine if serving as an officer in extracurricular clubs and organizations 
influences the level of leadership. 
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Methods 
 This study was a part of a larger study designed to examine the role of undergraduate 
extracurricular participation in leadership development.  Full-time undergraduate college 
students classified as seniors in the College of Agriculture and Life Sciences at Iowa State 
University (N = 969) were surveyed.  Students over 24 years old were excluded to reduce 
outliers in the data. 
Instrumentation 
 The researchers designed a questionnaire to meet the research objectives.  The 
questionnaire contained three sections: precollegiate characteristics and experiences, 
collegiate experiences, and leadership development outcomes.  
 Precollegiate characteristics and experiences.  For the purposes of this study, 
demographic and academic information was collected from student records received directly 
from the university registrar’s office.  This information included, gender, age, race, high 
school class rank, cumulative grade point average, and entry type (i.e., direct from high 
school or transfer).  The researchers chose to obtain this information from official student 
records to reduce the length of the online questionnaire and ensure the accuracy of the data.  
 College experiences.  Researcher-designed questions were used to collect data about 
college experiences.  Subjects were asked to indicate whether or not they participated in 
extracurricular organizations, competitive teams, and the Greek system.  Based on the 
responses to these questions, subjects were asked additional questions to learn more about 
their experiences. 
 Subjects who were involved in these extracurricular activities were given a list of 
activities and organizations and asked to select the ones in which they participated.  This list 
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included college-level clubs that have a seat on the agriculture and life sciences student 
council, judging or other competitive teams, Student Government, university-related clubs 
and organizations, social or recreational clubs and organizations, faith- or religious-based 
organizations, community-based organizations, and the Greek system. “Other” was also 
included to allow subjects to fill in additional organizations not included on the list.  The 
researchers developed the list with input from current students, academic advisors, and 
college and university websites.   
 Leadership development outcomes.  Leadership development outcomes were 
assessed using the Socially Responsible Leadership Scale (SRLS-R2) (National 
Clearinghouse for Leadership Programs, 2009).  The scale consisted of 68 Likert-type items 
which comprise eight separate scales that measure specific leadership components (i.e., 
individual values, group values, and community values) of the Social Change Model (SCM).  
Each of the eight scales had six to nine questions.  The researchers chose to use the group 
values scale for this study because of the importance of group skills to participation in clubs 
and organizations.  In addition, the Omnibus SRLS-R2 was used to measure the overall 
construct of leadership development.  Omnibus SRLS-R2 as defined by Dugan and Komives 
(2007) is a measure that “accounts for all eight values of the SCM” (p. 12).  The researchers 
obtained permission to use the SRLS-R2 for this study.   
 Reliability.  The reliability of the SRLS-R2 has been established by the Multi-
Institutional Study of Leadership, which has used the SRLS-R2 with more than 60,000 
students (National Clearinghouse for Leadership Programs, 2009).  Reliability for the SRLS-
R2 group and Omnibus scales were computed for this study using Cronbach’s alpha and were 
.86 and .87, respectively. 
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 Validity.  A group of professionals comprised of faculty and graduate students with 
expertise in undergraduate outcomes, extracurricular experiences, and leadership 
development reviewed the instrument for validity. Based on the purposes and objectives of 
the study, these experts provided feedback about the content of the questionnaire.  In 
addition, the instrument was field tested with students similar to those in the sample to 
establish validity of the instrument.  To ensure these students were not part of the sample 
population, all students on the panel had completed between 60 and 85 credits, which equals 
junior status.  Based on their feedback, changes to content, question format and data 
collection procedures were made to improve the validity of the instrument. 
Data Collection 
 Qualtrics (Qualtrics Labs, Inc., Provo, UT), a web-based survey program, was used to 
collect data because of the program’s capabilities to improve the flow of the instrument.  
Qualtrics uses skip/display logic to customize which questions a subject receives.  On the 
basis of initial responses, subjects were asked additional questions that related to their 
experiences. 
The researchers modified Dillman’s (2007) five-step data collection approach on the 
basis of suggestions from students on the expert panels.  The panels suggested that 
undergraduates would view a pre-notice as junk mail and would be less likely to respond 
favorably to follow-up e-mails.  Therefore, the survey link was included in the first e-mail 
contact, which also described the purpose of the study and included information about 
general consent. The distribution list obtained from the university registrar’s office contained 
969 subjects. Subjects were contacted one to five times via e-mail (over a 14-day period) to 
reduce non-response. Those who responded were removed from the e-mail list and not 
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contacted again. This process resulted in 270 responses (27.9%), 199 of which were complete 
and usable (20.5%). 
Non-response error was controlled using two different methods.  First, independent 
sample t-tests were used to compare early and late respondents, as suggested by Lindner, 
Murphy, and Briers (2001).  According to this analysis, differences in involvement in 
extracurricular activities did not exist between early and late respondents.  Second, the 
researchers compared demographics of the population list from university records with 
demographics of survey respondents.  Females, students who entered the university directly 
from high school, and students with a higher GPA were more likely to respond.  Therefore, 
caution should be used when generalizing beyond those who responded.  
Data Analysis 
Qualtrics automatically recorded survey results as subjects completed the survey.  E-
mail addresses were used to match students’ university record information with survey 
results.  To ensure confidentiality, all identifying data were removed before developing the 
spreadsheet for data analysis.  SPSS (Version 17) was used to analyze the data. 
Objectives 1 and 2.  Descriptive statistics, including frequencies, means, and 
standard deviations, were analyzed to address objectives 1 and 2;  t-tests were computed to 
determine if participation in extracurricular activities varied based on gender or college entry 
type. 
Objective 3.  Average hours per week spent in extracurricular clubs and 
organizations was a categorical variable with 20 possible answers.  This variable was recoded 
into four categories.  An ANOVA was computed using the recoded average hours per week 
as the independent variable and each of the leadership scales as the independent variable to 
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determine the relationship between the amount of time spent in extracurricular clubs and 
organizations and leadership development. 
Objective 4.  A t-test, using the dichotomous variable of serving as an officer as the 
independent variable and leadership development (measured by SRLS-R2) as the dependent 
variable, was calculated to determine the relationship between serving as an officer in an 
extracurricular club or organization and leadership development.  
Results 
Ninety-one (45.7%) males and 108 (54.3%) females responded to this study.  All 
were full-time students and were classified as seniors; 151 subjects (75.9%) entered the 
university directly from high school, and 48 subjects (24.1%) entered as transfer students.  
SRLS-R2 scores for this study were compared with the results of the Multi-Institutional 
Study of Leadership and can be found in Appendix D. 
Ninety-six percent of respondents indicated they were involved in an extracurricular 
activity, including 21% in the Greek system, 95% in extracurricular clubs and organizations, 
and 29% on competitive teams.  The number of extracurricular clubs and organizations that 
students reported being involved in ranged from 0 to 11 (M = 3.41, SD = 2.44) 
extracurricular clubs and organizations.  Females (M = 3.91, SD = 2.29) were involved in 
more clubs than males (M = 2.82, SD = 2.48, t (197) = -3.198, p = .002). 
Time Spent in Extracurricular Clubs and Organizations 
 The average amount of time students spent in extracurricular clubs and organizations 
ranged from 0 to 20 or more hours per week (M = 5.33).  Gender differences were not found 
(p < .575).  Students who entered as freshman (M = 5.96, SD = 4.8) spent more hours per 
week in extracurricular clubs and organizations than those who entered as transfer students 
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(M = 3.34, SD = .66), t(197) = 3.3, p = .001.  An ANOVA using the average hours per week 
as the independent variable and leadership development (SRLS-R2) as the dependent 
variable was computed to examine the relationship between average hours per week spent 
with extracurricular clubs and organizations and leadership development showed that 
students who spent more hours per week involved in extracurricular clubs and organizations 
scored higher on both SRLS-R2 scales (Table 1).  
Table 1 
Analysis of Variance for Average Hours Per Week Spent in Extracurricular Clubs and 
Organizations and Leadership Development (SRLS-R2) 
Dependent variable Groups SS df MS F p 
Group scale Between 1174.280 3 391.427 3.845 .011* 
 Within 17813.855 175 101.793   
 Total 18988.134 178    
Omnibus scale Between 4395.216 3 1466.072 3.284 .022* 
 Within 75830.973 170 446.065   
 Total 80226.190 173    
Note:  *p < .05 
 Because the ANOVA provided significant results, post hoc testing was conducted to 
compare and contrast mean differences between groups.  A Tukey post hoc test indicated that 
the only statistically significant differences were between students who spent 0 to 1 hours per 
week and those who spent 7 or more hours per week (Table 2). 
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Table 2 
Tukey HSD Post Hoc Results for Average Hours Per Week Spent in Extracurricular Clubs 
and Organizations and Leadership Development (SRLS-R2) 
Test (I) Hours per 
week 
(J) Hours per week Mean differences 
(I – J) 
SE P 
Group 0–1 2–3 -1.96 2.23 .816 
Scale  4–6 -4.33 2.17 .186 
Tukey HSD  7 or more -6.91 2.17 .009* 
 2-3 0-1 1.96 2.23 .816 
4-6 -2.40 2.11 .666 
7 or more -4.95 2.12 .094 
 4-6 0-1 4.36 2.17 .186 
2-3 2.40 2.11 .666 
7 or more -2.55 2.05 .600 
 7 or more 0-1 6.91 2.18 .009* 
2-3 4.95 2.12 .094 
4-6 2.55 2.05 .600 
Omnibus 
Scale 
Tukey HSD 
0–1 2–3 -6.20 4.73 .557 
4-6 -10.30 4.61 .118 
7 or more -13.79 4.61 .017* 
 2-3 0-1 6.20 4.72 .557 
4-6 -4.10 4.48 .797 
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7 or more -7.59 4.48 .331 
 4-6 0-1 10.30 4.61 .118 
2-3 4.10 4.48 .797 
7 or more -3.49 3.36 .854 
 7 or more 0-1 13.79 4.61 .017* 
2-3 7.59 4.48 .331 
4-6 3.49 1.36 .854 
Note.  *p < .05 
Positional Leadership Role 
One hundred forty-two students (71.4%) reported serving as an officer; 57 (28.6%) 
did not.  Pearson Chi Square indicated no gender differences between students who served as 
an officer and those who did not (2(1, N = 199) = 1.076, p = .30).  However, students who 
entered as freshmen were more likely to serve as officers than those who entered as transfer 
students (2(1, N = 199) = 23.434, p = .000).  In addition, officers (M = 7.02, SD = 4.69) 
spent more time per week involved in extracurricular clubs and organizations than those who 
didn’t serve as officers (M = 3.55, SD = 4.39), t(196.957) = 5.40, p = .000.  The results of a t-
test show that students who served as an officer in a club or organization scored higher on the 
SRLS-R2 scale (Table 3). 
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Table 3 
t-Test for Serving as an Officer and Leadership Development (SRLS-R2) 
Dependent 
variable 
t df Sig. Mean 
difference 
SE 
difference 
Group scale -2.634 167.582 .009* -4.02751 1.51964 
Omnibus scale -2.947 157.086 .004* -9.49603 3.2228 
Note.  *p ≤ .05. 
 
     
  
Conclusions 
 Students who responded to this survey were very active in extracurricular clubs and 
organizations.  Students who entered the university directly from high school belonged to 
more extracurricular clubs and organizations, spent more time per week involved in these 
activities, and were more likely to serve as an officer than those who entered as transfer 
students.  Although all students who participated in this study had completed at least 90 
credit hours, they had not all been enrolled at the university the same amount of time.  
Although number of semesters students had been enrolled at the university was not a variable 
in this study, it seems intuitive that this factor might play a role in student involvement. 
 Gender differences varied in this study.  Females were involved in more 
extracurricular clubs and organizations.  However, they did not report spending more time 
per week involved in these activities and were not significantly more likely than their male 
counterparts to hold a club office. 
 Students who held a positional leadership role in a club or organization spent more 
time involved in clubs and organizations and scored higher on both the SRLS-R2 group and 
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SRLS-R2 Omnibus scales.  These findings are consistent with previous researchers that 
examined the impact of serving as a club officer and found it related to increased leadership 
development (Ewing et al., 2009).  Dugan (2006) discovered that students who served as 
positional leaders scored higher on the SRLS-R2 group values scale and the SRLS-R2 
societal values scale.  However, the findings of this study differ from those of Foubert and 
Grainger (2006), who found no increased benefit in terms of psychosocial development for 
students who served as officers in extracurricular clubs or organizations over students who 
were members. 
 The amount of time per week spent in extracurricular clubs and organizations was 
related to higher scores on both the SRLS-R2 group and SRLS-R2 Omnibus scales.  These 
findings are consistent with Astin’s involvement theory, which suggests that involvement is 
related to both quality and quantity of involvement.  For example, previous research (i.e., 
Astin 1999; Pascarella & Terenzini, 1991; Rubin et al., 2002) as well as this study connected 
the amount of time per week spent in extracurricular clubs and organizations to leadership 
abilities.  Results of the post hoc test revealed statistically significant differences exist only 
between the least (0–1 hours per week) and most (7 or more hours per week) time spent in 
extracurricular clubs and organizations. 
Implications and Recommendations 
 A limitation of this study was that data were collected at one College of Agriculture 
and Life Sciences at a fairly homogeneous institution.  In spite of this limitation, the analysis 
offers insights for other institutions who aspire to increase student leadership outcomes.  
Leadership development is an important outcome of the college student experience.  Results 
of this study are consistent with previous research (Birkenholz & Schumacher, 1994; Ewing 
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et al., 2009; Layfield et al., 2000) on the importance of participating in extracurricular clubs 
and organizations.  Involvement in these activities has a strong relationship with leadership 
development, and institutions should include the role of extracurricular activities as they 
develop action plans for reaching leadership development outcomes. 
 Faculty and staff need to create meaningful opportunities for students and encourage 
students to participate.  The results of this study suggest this is especially important for 
transfer students, who typically have less time on campus to become involved and, therefore, 
less time to take on meaningful leadership roles.  While, some resources are available to 
inform the development of these experiences (Dunkel & Schuh, 1998; Yarbrough, 2002), 
additional research is needed to identify specific characteristics or activities of extracurricular 
involvement that are most likely to increase leadership outcomes.  This information would be 
very valuable as educators work with student leaders to create meaningful experiences.   
 The amount of time spent participating in extracurricular clubs and organizations 
seems to be a common thread in increased leadership skills since students who served as 
officers had higher leadership scores and also spent more time participating in clubs and 
organizations than those who did not serve as officers.  Shertzer and Schuh (2004) suggested 
that students who hold leadership positions in college are often given more leadership 
development opportunities when compared to those members who do not hold leadership 
positions.  Therefore, the increased skills often attributed to serving as an officer may 
actually be associated with the additional training that officers receive.  Another possible 
explanation for the added benefit of serving as an officer in an organization is the increased 
time associated with serving as an officer.  On the basis of these findings, increasing the 
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amount of leadership training and opportunities for all students in extracurricular clubs and 
organizations is recommended. 
 It is also noteworthy that a high percentage of students who completed the 
questionnaire were involved in extracurricular clubs and organizations.  Ninety-six percent of 
respondents indicated they were involved in an extracurricular activity.  Though this seems 
high compared with involvement at the university (33% of seniors spent at least 6 hours per 
week participating in co-curricular activities such as student organizations and intramural 
sports [Institutional Research, 2011]), the culture of the College of Agriculture and Life 
Sciences encourages participation in extracurricular clubs and organizations.  Additional 
research should seek to determine the relationship between extracurricular participation and 
additional unique characteristics of the college.  For example, is there a relationship between 
what appears to be exceptionally high extracurricular involvement and the college placement 
rate of more than 98%? 
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Chapter V.  Using Involvement Theory to examine the relationship between 
undergraduate participation in extracurricular activities and leadership development  
A paper prepared for the submission to the Journal of Leadership Education 
Elizabeth A. Foreman and Michael S. Retallick 
Abstract 
Traditional-age undergraduate college students who were classified as seniors in the 
College of Agriculture and Life Sciences at [Midwestern State University] (N=969) were 
sampled to examine the undergraduate students’ relationship between extracurricular 
involvement and leadership outcomes.  Data related to the quantitative (i.e., how much time 
a student spends on an activity) and qualitative aspects (i.e., how focused the student is on 
the activity) of involvement in extracurricular clubs and organizations was collected.   
Leadership, as an outcome, was measured using the individual values scale of the Socially 
Responsible Leadership Scale (SRLS-R2). The findings indicated that the number of clubs in 
which a student participated and served as an officer was associated with higher leadership 
scores.  However, the amount of time in which a student participated was not related to 
increased leadership outcomes. A threshold of involvement was identified that suggests when 
the quantitative measures of involvement (i.e., number of clubs and leadership positions) 
exceed a desirable limit, the quality of the involvement is less and therefore the positive 
outcomes are reduced. The findings suggested that the optimum number of clubs or 
organizations to be actively involved in is three to four.    
Keywords:  undergraduate leadership development; undergraduate extracurricular 
involvement; involvement theory; Social Change Model; Socially Responsible Leadership 
Scale 
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Introduction 
  Many institutions of higher education include leadership development in their 
mission statements (Astin & Astin, 2000; Boatman, 1999). The Council for the Advancement 
of Standards in Higher Education (CAS) identified leadership development as one of 16 
student learning and development outcomes and suggested that leadership can be 
intentionally learned (CAS, 2006).  Previous literature suggested that extracurricular 
participation contributed to leadership outcomes (Birkenholz & Schumacher, 1994; Ewing, 
Bruce, & Ricketts, 2009; Layfield, Radhakrishna, & Andresen, 2000).   
 Researchers, as well as practitioners, use the Involvement Theory (Astin, 1993) as a 
theoretical framework for student involvement.  Involvement occurs in classroom activities 
(i.e., time and energy spent studying), out of classroom activities (i.e. participating in student 
organizations) and curricular activities (i.e., interacting frequently with faculty members and 
other students). Astin (1993) defined involvement as an investment of physical and 
psychological energy that occurs along a continuum and has both quantitative (e.g. how 
much time a student spends on an activity) and qualitative aspects (e.g. how focused the 
student is on the activity).  However, a gap in the literature exists between the 
operationalization of the involvement theory and research design.   
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Conceptual Framework 
 An adaptation of Terenzini and Reason’s (2005) model explaining college students’ 
first-year experiences served as the framework for this study.   The framework developed for 
this study has three components (Figure 1).  
 
Figure 1. Collegiate leadership development model. Adapted from “Parsing the first year of 
college: A conceptual framework for studying college impacts” by P.T. Terenzini and R.D. 
Reason, 2005, paper presented at the meeting of the Association for the Study of Higher 
Education. Philadelphia, PA..  Adapted with permission. 
The first two are precollegiate and college experiences, which previous literature suggests 
contribute to leadership development in undergraduate college students (i.e., Armino et al., 
2000; Birkenholz & Schumacher, 1994; Ewing et al., 2009; Josselson, 1987; Kezar, 2002; 
Kezar & Moriarty, 2000; Kimbrough, 1998; Layfield et al., 2000; Moore, Prescott, & 
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Gardener, 2008; Pascarella & Terenzini, 1991; Phinney, 1990; Rubin, Bommer, & Baldwin, 
2002 Rubin et al., 2002).  The third component, leadership development, is the outcome of 
the model and was conceptualized using the social change model (SCM; Higher Education 
Research Institute, 1996). 
Precollegiate Characteristics and Experiences  
 The precollegiate construct of this model includes socio-demographics that have been 
linked to leadership development, including race (Armino et al., 2000; Kimbrough, 1998; 
Phinney, 1990) and gender (Josselson, 1987; Kezar, 2002; Kezar & Moriarty, 2000).  
Additional personal and social experiences related to undergraduate leadership development, 
such as precollegiate extracurricular experiences (Astin, 1977; Park & Dyer, 2005) and 
leadership self-efficacy (Astin, 1999), are also included in this component. 
College Experiences 
 The college experience construct includes three types of individual student 
experiences that have been associated with leadership development: classroom experiences, 
including subject matter, teaching and learning strategies, and peer interactions; curricular 
experiences, including major, involvement in a departmental learning community, 
internships, and study abroad experiences; and out-of-class-experiences.   
 Extracurricular experiences are often perceived as important to students’ social and 
personal growth.  However, when extracurricular activities are viewed solely as social 
functions, they are also seen as competing with academic work (Rubin, Bommer, & Baldwin, 
2002).  Studies have shown that participation in extracurricular activities contributes 
positively to interpersonal skills (Birkenholz & Schumacher, 1994; Ewing et al., 2009; 
Layfield et al., 2000; Moore, Prescott, & Gardener, 2008; Pascarella & Terenzini, 1991; 
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Rubin et al., 2002), academic achievement and persistence (Astin, 1999; Wang & Shively, 
2009), peer-to-peer interactions (Abrahamowicz, 1988; Astin, 1996; Pascarella & Terenzini, 
1991), and positive faculty interactions (Abrahamowicz, 1988; Campbell & Campbell, 1997; 
Retallick & Pate, 2009). 
 Kouzes and Posner (2007) suggested that exposure to a variety of out-of-classroom 
experiences provides concrete experiences as students apply leadership theories and skills.  
Additional researchers have examined this idea and concluded that participation in 
extracurricular clubs and organizations contributes to positive leadership development 
(Birkenholz & Schumacher, 1994; Ewing et al., 2009; Layfield et al., 2000).  For example, 
college juniors who were members of student organizations scored higher than nonmembers 
on educational involvement, career planning, lifestyle planning, cultural participation, and 
academic autonomy (Cooper et al., 1994).  Montelongo (2002) concluded that personal or 
affective development of attitudes, values, aspirations, and personality disposition were 
positive outcomes associated with extracurricular participation. 
 Involvement.  Astin (1984) defined involvement as an investment of physical and 
psychological energy that occurs along a continuum, meaning different students exhibit 
different levels of involvement at different times.  Involvement has both quantitative (e.g. 
how much time a student spends on an activity) and qualitative (e.g. how focused the student 
is on the activity) aspects.  Astin’s theoretical framework helps explain how educational 
programs and policies translate into student achievement and development, which are 
directly proportional to the quality and quantity of student involvement.  Astin describes an 
involved student as one who “devotes considerable energy to studying, spends much time on 
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campus, participates actively in student organizations, and interacts frequently with faculty 
members and other students” (Astin 1984, p. 518). 
 Research supports Astin’s involvement theory. Pascarella and Terrenzini (1991) 
found that the frequency and quality of students’ participation in activities was associated 
with high educational aspirations, enhanced self-confidence, and increased interpersonal and 
leadership skills. For example, Rubin, Bommer & Baldwin (2002) used an extracurricular 
index score that represents the number of clubs in which students were involved, officer 
status, and hours spent and found that it was significant in predicting interpersonal skills (i.e., 
communication skills, initiative, decision making, and team work). In addition, students with 
higher levels of involvement in student organizations reported greater levels of psychosocial 
development in the areas of establishing and clarifying purpose, educational involvement, 
career planning, life management, and cultural participation.  
  The degree of personal investment a member made to an organization and the 
frequency members attended meetings correlated positively with rewards received from 
participating, warm relationships with other members, and adequate fulfillment of leadership 
function (Winston, et. al., 1997).  Foubert and Grainger (2006) compared students who 
attended one meeting, students who joined an organization, and positional leaders of 
organizations and found that simply attending a meeting had less of a relationship with 
psychosocial development than joining an organization or serving as an officer.  
 Holding an office in an extracurricular organization can enhance the richness and 
magnitude of learning experiences and personal development during the college years (Astin, 
1984).  Research has linked serving as a club officer to increased leadership development 
(Ewing et al., 2009) and increased decision making (Rubin et al., 2002).  Kuh (1985) found 
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that serving as an officer of an organization correlated positively with developmental gains in 
interpersonal competence, practical competence, cognitive complexity, and humanitarianism.  
Serving as a leader of an organization has also been associated with higher levels of 
developing purpose, educational involvement, life management, and cultural participation 
(Cooper et al., 1994).   
 Research suggesting that university-wide student organizations are more effective 
than college organizations in developing leadership awareness, behaviors, skills, and abilities 
also supports the importance of the quality and quantity of involvement. Moore, Prescott, and 
Gardner (2008) suggest that many university-wide student organizations require more 
commitment to the organization and involve more focused, long-term leadership education 
and are therefore more likely to produce positive outcomes. It was also noted that these 
organizations tend to incorporate leadership development into their yearly program of 
activities. 
Leadership Development Outcomes 
 Leadership development is the outcome construct of this model.  The Social Change 
Model (SCM) is a widely cited model of student leadership in higher education (Haber & 
Komives, 2009).  SCM was developed by the Higher Education Research Institute of 
University of California, Los Angeles in 1993 and was used to conceptualize leadership 
outcomes. 
 The SCM describes leadership as a purposeful, collaborative, values-driven process 
(Dugan & Komives, 2007).  Its central principles—social responsibility and change for the 
common good—are assessed through eight core values that describe students’ level of self-
awareness and ability to work with others.  SCM views leadership as a process, not a 
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position, and encourages leadership development in all participants, including those who 
hold formal leadership positions and those who don’t.  The SCM promotes the values of 
equality, social justice, self-knowledge, personal empowerment, collaboration, citizenship, 
and service (Astin & Astin, 1996).  The conceptual framework for this study includes all 
three elements of the SCM: individual values, group values, and community values.   
 The leadership development construct of Social Change was measured by the 
Socially Responsible Leadership Scale (SRLS-R2).  SRLS-R2 was used in the Multi-
Institutional Study of Leadership (MSL) which was first conducted in 2006 and conducted 
annually since 2009, and includes nearly 200 higher education institutions.  In addition, 
studies have been conducted that examine the relationship between the SCM and community 
service (Bonnet, 2008; Gasiorski, 2009), military education programs (Wilson, 2009), and 
Greek membership (Dugan, 2006). 
Problem Statement 
 Astin (1984) identified three research topics that should be addressed to learn more 
about involvement.  First, research is needed to not only identify the extracurricular activities 
in which a student participates, but also the time and energy a student devotes to each 
activity.  Second, research is needed to examine the relationship between quality and quantity 
of involvement.  Finally, research is needed to determine if there is a desirable limit of 
involvement in which additional involvement doesn’t produce desirable results and may be 
detrimental.  Although Astin (1984) suggested an examination of the quantitative and 
qualitative aspects of involvement, little research has been published, especially in Colleges 
of Agriculture and Life Sciences. 
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Research Purpose and Questions 
 The purpose of this study was to examine the quantitative and qualitative aspects of 
involvement in extracurricular clubs and organizations and those relationships with 
leadership development. 
 Six research questions guided this study: 
1. Does membership in an extracurricular club or organization influence individual 
values of leadership development? 
2. Does the number of extracurricular clubs and organizations in which a student 
participates influence individual values of leadership development?  
3. Does the amount of time a student participates in extracurricular clubs and 
organization influence individual values of leadership development? 
4. Does serving as an officer in an extracurricular club or organization influence 
individual values of leadership development? 
5. Does the involvement index influence individual values of leadership? 
6. Does gender influence individual values of leadership development? 
Methods 
 This study was a part of a larger study designed to examine the role of undergraduate 
extracurricular participation in leadership development.  Full-time, undergraduate college 
students classified as seniors in the College of Agriculture and Life Sciences at [Midwestern 
State University] (N = 969) were surveyed.  Students over 24 years of age were excluded to 
reduce outliers in the data. 
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Instrumentation 
 The researchers designed an on-line questionnaire to meet the research questions.  
The instrument contained three sections: precollegiate characteristics and experiences, 
collegiate experiences, and leadership development outcomes.  
 Precollegiate characteristics and experiences.  For the purposes of this study, 
demographic and academic information was collected from university records.  This 
information included, gender, race, high school class rank, college grade point average, and 
entry type (i.e., direct from high school or transfer).  The researchers chose to obtain this 
information from official student records to reduce the length of the online survey and 
increase the accuracy of demographic data.  
 College experiences.  Researcher-designed questions were used to collect data about 
college experiences.  Subjects were asked to indicate whether or not they participated in 
extracurricular organizations, competitive teams, and the Greek system.  Based on the 
responses to these questions, subjects were asked additional questions to learn more about 
their experiences. 
 Subjects who were involved in these extracurricular activities were given a list of 
activities and organizations and asked to select the ones in which they participated.  This list 
included college-level clubs that have a seat on the agriculture and life sciences student 
council, judging or other competitive teams, student government, university-related clubs and 
organizations, social or recreational clubs and organizations, faith- or religious-based 
organizations, community-based organizations, and the Greek system. “Other” was also 
included to allow subjects to fill in additional organizations not included on the list.   
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 Leadership development outcomes.  Leadership development outcomes were 
assessed using the Socially Responsible Leadership Scale (SRLS-R2) and permission was 
obtained to use the SRLS-R2 for this study (National Clearinghouse for Leadership 
Programs, 2009).  The scale consists of 68 Likert-type items which comprise eight separate 
scales that measure specific leadership components (individual values, group values, and 
community values) of the SCM.  Each of the eight scales has six to nine questions.  The 
individual values scale and the three scales that make up the individual scale (Figure 2) were 
used for this study.   
Figure 2. 
Individual values subscales of the Social Change Model 
Consciousness of Self Being self-aware of the beliefs, values, attitudes, and emotions 
that motivate you to take action.  Being mindful, or aware of 
your current emotional state, behavior, and perceptual lenses. 
Congruence Acting in ways that are consistent with your values and beliefs.  
Thinking, feeling, and behaving with consistency, genuineness, 
authenticity, and honesty towards others. 
Commitment Having significant investment in an idea or person, both in terms 
of intensity and duration.  Having the energy to serve the group 
and its goals.  Commitment originates from within, but others 
can create an environment that supports an individual’s passion. 
From Wagner, W. (2006).  The social change model of leadership:  A brief overview.  
Concepts & Connections, 15 (1), 9.   
 
Reliability.  The reliability of the SRLS-R2 has been established by the Multi-Institutional 
Study of Leadership, which has used the SRLS-R2 with more than 60,000 students (National 
Clearinghouse for Leadership Programs, 2009).  Reliability for the SRLS-R2 individual 
values scale, consciousness of self, congruence, and commitment was computed for this 
study using Cronbach’s alpha and was .88, .80, .88, and .87, respectively. 
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Validity.  A group of professionals comprised of faculty and graduate students with expertise 
in undergraduate outcomes, extracurricular experiences, and leadership development 
reviewed the instrument for validity. Based on the purposes and research questions of the 
study, these experts provided feedback about the content of the questionnaire.  In addition, 
the instrument was field tested with students similar to those in the sample to establish 
validity of the instrument.  To ensure these students were not part of the sample population, 
all students on the panel had completed between 60 and 85 credits, which equates to junior 
status.  Based on their feedback, changes were made in content, question format and data 
collection procedures to improve the validity of the instrument. 
Data Collection 
 Qualtrics (Qualtrics Labs, Inc., Provo, UT), a web-based survey program, was used to 
collect data because of the program’s capabilities to improve the flow of the instrument.  
Qualtrics uses skip/display logic to customize which questions a subject receives.  On the 
basis of the initial responses, a subject was asked additional questions that related to their 
experiences. 
 The researchers modified Dillman’s (2007) five-step data collection approach on the 
basis of suggestions from students on the expert panels.  The panels suggested that 
undergraduates would view a pre-notice as junk mail and would be less likely to respond 
favorably to follow-up e-mails.  Therefore, the survey link was included in the first e-mail 
contact, which also described the purpose of the study and included information about 
general consent. The distribution list obtained from the university registrar’s office contained 
969 subjects. Subjects were contacted via e-mail up to five times (over a 14-day period) to 
reduce non-response. Those who responded were removed from the e-mail list and not 
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contacted again. This process resulted in 270 responses (27%), 199 of which were complete 
and usable (20.5%). 
 Non-response error was controlled using two different methods.  First, independent 
sample t-tests were used to compare early and late respondents, as suggested by Lindner, 
Murphy, and Briers (2001).  According to this analysis, differences in involvement in 
extracurricular activities did not exist between early and late respondents.  Second, the 
researchers compared the demographics of the population list from university records with 
demographics of survey respondents.  Females, students who entered the university directly 
from high school, and students with a higher GPA were more likely to respond.  Therefore, 
caution should be used when generalizing beyond those who responded.  
Data Analysis 
 Qualtrics automatically recorded survey responses as subjects completed the survey.  
E-mail addresses were used to match students’ university record information with survey 
results.  To ensure confidentiality, all identifying data were removed before data analysis.  
SPSS (Version 17) was used to analyze the data. 
 Research question 1.  Club membership was a dichotomous variable.  A t-test was 
computed using club membership as the dependent variable and the individual values of 
leadership development as the dependent variable to determine if students who were 
members of extracurricular clubs or organizations scored higher than students who were not 
members of clubs or organizations. 
 Research question 2. The number of clubs and organizations a student participated 
in was calculated based on the clubs and organizations in which a student indicated they 
participated.  This variable was recoded into four categories (0 clubs, 1-2 clubs, 3-4 clubs, 
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and 5-11 clubs) An ANOVA was computed using the recoded number of clubs and 
organizations as the independent variable and the individual values of leadership 
development as the dependent variable to determine the relationship between the number of 
clubs a student participated in and individual leadership development. 
 Research question 3.  Average hours per week spent in extracurricular clubs and 
organizations was a categorical variable with 20 possible answers.  This variable was recoded 
into four categories (0-1 hours per week, 2-3 hours per week, 4-6 hours per week, and 7 or 
more hours per week).  An ANOVA was computed using the recoded average hours per 
week as the independent variable and the individual values of leadership scale as the 
independent variable to determine the relationship between the amount of time spent in 
extracurricular clubs and organizations and individual leadership development. 
 Research question 4.  A t-test, using the dichotomous variable of serving as an 
officer as the independent variable and the individual values of leadership development as 
the dependent variable was calculated to determine the relationship between serving as an 
officer and individual leadership development.  
 Research question 5.  The extracurricular involvement index was calculated by 
adding the number of years a student indicated they were involved in a specific 
extracurricular activity and their highest level of involvement in that activity (ranging from 
member = 1 to state or national leadership = 5).  To measure the relationship between this 
construct and individual leadership (measured by SRLS-R2 individual scale), the 
involvement score was categorized into four approximately equal groups and used as the 
independent variable. An ANOVA was calculated using involvement index as the 
independent variable and the individual leadership scale as the dependent variable.  
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 Research question 6.  Gender information was collected from university records.  
Inferential statistics were calculated to determine the role of gender on each of the research 
questions one through four.  Gender results will be reported with the results of research 
questions one through four. 
Results 
Ninety-one (45.7%) males and 108 (54.3%) females responded to this study.  All 
were full-time students and classified as seniors.  Ninety-six percent of the respondents 
indicated they were involved in an extracurricular activity, including 21% in the Greek 
system, 95% in extracurricular clubs and organizations, and 29% on competitive teams. 
SRLS-R2 scores for this study were compared with the results of the Multi-Institutional 
Study of Leadership and can be found in Appendix D.  Using a t-test, no differences were 
found on any of the leadership scales based on gender.   
Research question 1 – Club membership 
 The results of t-tests revealed no statistical differences on the consciousness of self 
scale based on whether or not a student was a member of a club.  However, students who 
belonged to clubs scored higher on the congruence scale, the commitment scale, and the 
individual values scale than those who did not (Table 1). 
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Table 1  
t-Test for Club Membership and Leadership Development (SRLS-R2) 
Dependent variable 
 
t df Sig. Mean 
difference 
SE 
difference 
Consciousness of 
Self 
-1.69 77.36 .095 -1.13 .67 
Congruence -2.44 70.47 .017* -1.51 .62 
Commitment -2.14 73.33 .036* -1.11 .52 
Individual Values -2.04 67.59 .045* -3.44 1.69 
Note.  * p ≤ .05. 
     
 
Research question 2 - Number of Clubs 
 The number of extracurricular clubs and organizations that students reported being 
involved in ranged from 0 – 11 (M = 3.41, SD = 2.44) extracurricular clubs and 
organizations.  Females (M = 3.91, SD = 2.29) were involved in more clubs than males (M = 
2.82, SD = 2.48, t (197) = -3.198, p = .002).  An ANOVA using the number of 
extracurricular clubs and organizations as the independent variable and leadership 
development (SRLS-R2 – individual values scales) as the dependent variable was computed 
to examine the relationship between the number of extracurricular clubs and organizations a 
student participates in and individual values of leadership development.  The results indicate 
a significant relationship between the number of clubs a student participates in and leadership 
development (Table 2).   
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Table 2 
Analysis of Variance for Number of Organizations and Leadership Development (SRLS-R2) 
Dependent variable Groups SS df MS F p 
Consciousness of Self Between 150.34 3 50.113 3.67 .013* 
 Within 2420.42 177 13.675   
 Total 2570.76 180    
Congruence Between 173.63 3 57.88 5.50 .001* 
 Within 1875.73 178 10.54   
 Total 2049.36 181    
Commitment Between 160.70 3 53.57 7.26 .000* 
 Within 1322.61 179 7.39   
 Total 1483.31 182    
Individual Values Between 1294.82 3 431.61 5.83 .001* 
 Within 12807.02 173 74.03   
 Total 14101.84 176    
Note.  *p < .05 
 Because the ANOVA provided significant results, post-hoc testing was conducted to 
compare and contrast mean differences between groups.  A Tukey post-hoc test revealed 
which levels of club participation were associated with increased levels of individual 
leadership (Table 3).  In addition, when comparing means, it is interesting to note that as the 
number of clubs and organizations a student participated in, the higher the level of individual 
leadership development, except for the highest level of involvement where the mean was less 
than the third level on all four leadership scales.  
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Table 3 
Tukey HSD Post Hoc Results for Number of Clubs and Organizations and Leadership 
Development (SRLS-2) 
Test (I) Number of 
Clubs 
(J) Number 
of Clubs 
Mean differences  
(I – J) 
SE p 
Consciousness of self 0 clubs 1-2 clubs -1.82 2.53 .890 
Scale  3-4 clubs -7.58 2.48 .014* 
Tukey HSD  5 -11 clubs -5.64 2.53 .120 
 1-2 clubs 0 clubs 1.82 2.53 .890 
  3-4 clubs -5.76 1.64 .003* 
  5 -11 clubs -3.81 1.71 .120 
 3-4 clubs 0 clubs 7.58 2.48 .014* 
  1-2 clubs 5.76 1.64 .003* 
  5 -11 clubs 1.95 1.63 .633 
 5 -11 clubs 0 clubs 5.63 2.53 .120 
  1-2 clubs 3.81 1.71 .120 
  3-4 clubs -1.95 1.63 .633 
Congruence 0 clubs 1-2 clubs -.98 .91 .702 
Scale  3-4 clubs -2.81 .89 .010* 
Tukey HSD  5 -11 clubs -2.49 .90 .033* 
 1-2 clubs 0 clubs .98 .91 .703 
  3-4 clubs -1.83 .62 .017* 
  5 -11 clubs -1.51 .63 .087 
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Table 3 
Tukey HSD Post Hoc Results for Number of Clubs and Organizations and Leadership 
Development (SRLS-2) (Continued) 
 3-4 clubs 0 clubs 2.81 .89 .010* 
  1-2 clubs 1.83 .62 .017* 
  5 -11 clubs .33 .61 .951 
 5 -11 clubs 0 clubs 2.49 .90 .033* 
  1-2 clubs 1.51 .64 .087 
  3-4 clubs -.33 .61 .951 
Commitment 0 clubs 1-2 clubs -.22 .78 .992 
Scale  3-4 clubs -2..22 .76 .021* 
Tukey HSD  5 -11 clubs -1.97 .77 .056 
 1-2 clubs 0 clubs .22 .78 .992 
  3-4 clubs -1.20 .51 .001* 
  5 -11 clubs -1.75 .53 .007* 
 3-4 clubs 0 clubs 2.22 .76 .021* 
  1-2 clubs 1.20 .51 .001* 
  5 -11 clubs .25 .50 .959 
 5 -11 clubs 0 clubs 1.97 .77 .056 
  1-2 clubs 1.75 .53 .007* 
  3-4 clubs -.25 .78 .959 
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Table 3 
Tukey HSD Post Hoc Results for Number of Clubs and Organizations and Leadership 
Development (SRLS-2) (Continued) 
Individual Values 0 clubs 1-2 clubs -1.82 2.53 .890 
Scale  3-4 clubs -7.58 2.48 .014* 
Tukey HSD  5 -11 clubs -5.63 2.53 .120 
 1-2 clubs 0 clubs 1.82 2.53 .890 
  3-4 clubs -5.76 1.64 .003* 
  5 -11 clubs -3.81 1.71 .120 
 3-4 clubs 0 clubs 5.58 2.48 .014* 
  1-2 clubs 5.76 1.64 .003* 
  5 -11 clubs 1.95 1.63 .633 
 5 -11 clubs 0 clubs 5.63 2.53 .120 
  1-2 clubs 3.81 1.71 .120 
  3-4 clubs -1.95 1.63 .633 
Note.  *p ≤ .05. 
Research question 3 - Time Spent in Extracurricular Clubs and Organizations 
 The average amount of time students spent in extracurricular clubs and organizations 
ranged from 0 to 20 or more hours per week (M = 5.33).  Gender differences were not found 
(p < .575).  An ANOVA using the average hours per week as the independent variable and 
leadership development (SRLS-R2 - individual values scales) as the dependent variable was 
computed to examine the relationship between average hours per week spent with 
extracurricular clubs and organizations and leadership development.  This test revealed no 
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statistically significant differences in individual values leadership based on hours per week 
spent participating in extracurricular clubs and organizations.  
Research question 4 - Positional Leadership Role 
 One hundred forty-two students (71.4%) reported serving as an officer; 57 (28.6%) 
did not.  Pearson Chi Square indicated no gender differences between students who served as 
an officer and those who did not (2(1, N = 199) = 1.076, p = .30).  Officers (M = 7.02, SD = 
4.69) spent more time per week involved in extracurricular clubs and organizations than 
those who didn’t serve as officers (M = 3.55, SD = 4.39), t(196.957) = 5.40, p = .000.  The 
results of a t-test show that students who served as an officer in a club or organization scored 
higher on the SRLS-R2 consciousness of self, commitment, and the individual values scales.  
However, serving as an officer did not affect the student’s score on the congruence scale 
(Table 4). 
Table 4 
t-Test for Serving as an Officer and Leadership Development (SRLS-R2) 
Dependent variable t df Sig. Mean 
difference 
SE 
difference 
Consciousness of 
Self 
-2.31 173.22 .022* -1.29 .56 
Congruence -1.72 167.48 .087 -.86 .50 
Commitment -3.07 168.24 .003* -1.28 .42 
Individual Values -2.67 161.04 .008* -3.58 1.33 
Note.  *p ≤ .05. 
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Research question 5 - Involvement Index  
 The Involvement index was used as the independent variable and leadership 
development (SRLS-R2-Individual Scales) was used as the dependent variable in ANOVAs 
to determine the relationship between involvement in extracurricular clubs and organizations 
and leadership development (SRLS-R2, individual scales).  The results indicate students with 
a higher involvement score had higher scores on each of the SRLS-2 individual values scales 
(Table 5). 
Table 5. 
Analysis of Variance for Involvement Index and Leadership Development (SRLS-R2) 
Dependent variable Groups SS df MS F p 
Consciousness of Self  Between 169.48 3 56.49   
 Within 2343.27 174 13.47 4.20 .007* 
 Total 2512.75 177    
Congruence   Between 105.80 3 35.27 3.22 .024* 
 Within 1914.78 175 10.94   
 Total 2020.58 178    
Commitment Between 160.61 3 53.54 7.24 .000* 
 Within 1302.03 176 7.40   
 Total 1462.64 179    
Individual Values Between 1167.56 3 389.19 5.24 .002* 
 Within 12637.12 170 74.34   
 Total 13804.672 173    
Note.  p < .05. 
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 Because the ANOVA provided significant results, post-hoc testing was conducted to 
compare and contrast mean differences between groups.  A Tukey post-hoc test revealed 
which levels of involvement in extracurricular clubs and organizations were associated with 
increased levels of individual leadership (Table 6 - 9).   
 Post-hoc tests for the consciousness of self scale revealed significant differences 
between the third level of involvement and both the first and second levels of involvement.  
The differences in the means indicated a positive relationship between each of the levels of 
involvement except for between the third and fourth levels of involvement where leadership 
decreased as involvement continued to increase. 
Table 6 
Summary Tukey HSD Post Hoc Results for Involvement Scale and Consciousness of Self 
Scale 
 Level 2 Level 3 Level 4 
Level 1 .865 
(-.82) 
.046* 
(-2.73) 
.371 
(-1.71) 
Level 2  .036* 
(-1.90) 
.616 
(-.89) 
Level 3   .465 
(1.01) 
Note.  Scale included the number of years involved and level of involvement.  *p < .05 
The results of the Tukey post-hoc test for the involvement scale are shown in table seven.  
Significant differences were found between the lowest level of involvement and the third 
level of involvement, the second level of involvement and the third level of involvement, and 
104 
 
 
 
the lowest level of involvement and the highest level of involvement.  In addition, the 
differences in the means indicate a positive relationship between the levels of involvement 
except for between the third and fourth levels of involvement where leadership decreased as 
involvement continued to increase. 
Table 7 
Summary Tukey HSD Post-Hoc Results for Involvement Scale and Congruence Scale 
 Level 2 Level 3 Level 4 
Level 1 .703 
(-.98) 
.010* 
(-2.81) 
.033* 
(-2.49) 
Level 2  .017* 
(-1.83) 
.087 
(-1.51) 
Level 3   .61 
(.951) 
Note.  Scale included the number of years involved and level of involvement.  *p < .05 
 The post-hoc results for the commitment scale (Table 8) indicated significant 
differences between the lowest level of involvement and the third level of involvement.  In 
addition differences were found between the second level of involvement and both the third 
and highest level of involvement.  The differences in the means indicate a positive 
relationship between the levels of involvement between each of the levels of involvement 
except for between the third and fourth levels of involvement where leadership decreased as 
involvement continued to increase. 
Table nine summarizes the Tukey post hoc results for the individual values leadership 
scale.  The results show significant differences between both the lowest and second levels of 
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involvement and the third level of involvement.  In addition, the differences in the means 
indicate a positive relationship between the levels of involvement between each of the levels 
of involvement except for between the third and fourth levels of involvement where 
leadership decreased as involvement continued to increase. 
Table 8 
Summary Tukey HSD Post Hoc Results for Involvement Scale and Commitment Scale 
 Level 2 Level 3 Level 4 
Level 1 .992 
(-.22) 
.021* 
(-2.22) 
.056 
(-1.97) 
Level 2  .001* 
(-1.20) 
.007* 
(-1.75) 
Level 3   .959 
(.25) 
Note.  Scale included the number of years involved and level of involvement.  *p < .05 
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Table 9 
Summary Tukey HSD Post-Hoc Results for Involvement Scale and Individual Scale 
 Level 2 Level 3 Level 4 
Level 1 .890 
(-1.82) 
.014* 
(-7.58) 
.120 
(-5.63) 
Level 2  .003* 
(-5.76) 
.120 
(-3.81) 
Level 3   .633 
(1.95) 
Note.  Scale included the number of years involved and level of involvement.  *p < .05 
Conclusions 
 Students who responded to this survey were very active in extracurricular clubs and 
organizations. Gender differences varied in this study.  Females were involved in more 
extracurricular clubs and organizations.  However, they did not report spending more time 
per week involved in these activities and were not significantly more likely than their male 
counterparts to hold a club office. 
 The number of clubs in which a student participated was associated with leadership 
outcomes, for each of the four scales examined (i.e., consciousness of self, congruence, 
commitment, and individual values scale).  The results of this study indicated that there was a 
threshold of participation where increased participation is no longer associated with 
increased leadership.  In fact, the highest level of participation is associated with lower levels 
of individual leadership, which was true for each of the four scales. 
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 Perhaps the most surprising finding of this study was that the amount of time per 
week spent in extracurricular clubs and organizations was not related to increased leadership 
on any of the four scales examined (i.e., consciousness of self, congruence, commitment, and 
individual values.  This finding is inconsistent with previous research (Foreman & Retallick, 
in-press), which found the amount of time students spent participating in extracurricular 
activities related to higher scores on both the SRLS-R2 group and SRLS-R2 omnibus scales.  
Additional studies have examined the amount of time students spend participating in 
extracurricular activities and concluded the quantitative measure of involvement as important 
(Astin 1999; Pascarella & Terenzini, 1991; Rubin et al., 2002).  
 Students who held a positional leadership role in a club or organization spent more 
time involved in clubs and organizations and scored significantly higher on the consciousness 
of self, commitment, and individual values scales.   These findings are consistent with those 
of previous researchers who examined the impact of serving as a club officer and found it 
related to increased leadership development (Ewing et al., 2009).  Dugan (2006) found that 
students who served as positional leaders scored higher on the SRLS-R2 group values scale 
and the SRLS-R2 societal values scale.  However, students in this study who held a 
positional leadership role did not score higher on the congruence scale than those who didn’t 
hold an office.  This finding is consistent with previous research that found no increased 
benefit in terms of psychosocial development for students who served as officers in 
extracurricular clubs or organizations over students who were members (Foubert & Grainger, 
2006). 
 The involvement index that combines the number of clubs in which a student was 
involved and the level of involvement in the club was related to each of the leadership scales 
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examined (consciousness of self, congruence, and commitment).  The results indicated a law 
of diminishing returns, where higher levels of leadership were found at each increasing level 
of involvement, except the highest level where leadership decreased.  
Implications and Recommendations 
 Leadership development is an important outcome of the college student experience.  
Results of this study are consistent with previous research (Birkenholz & Schumacher, 1994; 
Ewing et al., 2009; Layfield et al., 2000) on the importance of participating in extracurricular 
clubs and organizations.  Involvement in these activities has a strong relationship with 
leadership development, and institutions should include the role of extracurricular activities 
as they develop action plans for reaching leadership development outcomes.  Astin (1984) 
suggested that institutional policies be evaluated in terms of the degree to which they 
increase or reduce student involvement. 
 Astin (1984) indicated research needed to explore the relationship between quality 
and quantity of involvement.  The findings of this study in regards to the amount of time 
student spend participating in extracurricular clubs and organizations is inconsistent with 
previous studies that found increased leadership associated with higher amount of time 
devoted to extracurricular clubs and organizations. In fact, the study reported in chapter four 
of this dissertation found different results examining the group values scores (SRLS-R2) 
using the same subjects.  Additional research is needed to determine if amount of time spent 
participating in extracurricular clubs and organizations is more likely to be related to group 
values than individual values. 
 While the quantitative measure of time spent participating in extracurricular clubs and 
organizations was not associated with increased leadership development, serving as an 
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officer (qualitative measure) was associated with increased leadership development.  Results 
of this study suggest that the quality of club involvement may be more important than the 
number of hours spent participating.  Shertzer and Schuh (2004) suggested that students who 
hold leadership positions in college are often given more leadership development 
opportunities when compared to those members who do not hold leadership positions.  
Therefore, the increased skills often attributed to serving as an officer may actually be 
associated with the additional training that officers receive.    On the basis of these findings, 
increasing the amount of leadership training and opportunities for all students in 
extracurricular clubs and organizations is recommended.   
 Astin (1984) proposed that there might be a desirable limit of involvement in which 
additional involvement doesn’t produce desirable results and may be detrimental.  The results 
of this study supported that assumption.  When examining the relationships between either 
the number of clubs in which students participate or the involvement index and leadership 
development, there seems to be a threshold where increased involvement no longer has a 
positive effect.  This trend suggests that when the quantitative measures of involvement 
exceed the desirable limit, the quality of the involvement is less and therefore the positive 
outcomes are reduced. 
 Faculty and staff need to create meaningful opportunities for students and encourage 
students to participate.  Involvement theory provides some suggestions for these experiences.  
However, additional research is needed to identify specific characteristics or activities of 
extracurricular involvement that are most likely to increase leadership outcomes.  This 
information would be very valuable as educators work with student leaders to create 
meaningful experiences.   
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 A limitation of this study is that data were collected at one College of Agriculture and 
Life Sciences (CALS) at a fairly homogeneous institution.  In spite of this limitation, the 
analysis offers insights for other institutions who aspire to increase student leadership 
outcomes. It is also noteworthy that a high percentage of students who completed the survey 
were involved in extracurricular clubs and organizations.  Ninety-six percent of respondents 
indicated they were involved in an extracurricular activity.  Though this seems high 
compared with involvement at the university (33% of seniors spent at least 6 hours per week 
participating in cocurricular activities such as student organizations and intramural sports 
[Institutional Research, 2011]), the culture of the CALS encourages participation in 
extracurricular clubs and organizations.   
References 
Abrahamowicz, D. (1988). College involvement, perceptions, and satisfaction: A study of 
membership in student organizations. Journal of College Student Development, 29, 
233–238. 
Armino, J. L., Carter, S., Jones, S. E., Kruger, K., Lucas, N., Washington, J., …Young, N. 
(2000). Leadership experiences of students of color. NASPA Journal, 37, 496–508. 
Astin, A. W. (1977). Four critical years. San Francisco, CA: Jossey-Bass. 
Astin, A. W. (1984). Student involvement: A developmental theory for higher education. 
Journal of College Student Personnel, 25, 297–308. 
Astin, A. W. (1996). Involvement in learning revisited: Lessons we have learned. Journal of 
College Student Development, 37, 123–134. 
Astin, A.W. (1999). Student involvement: A developmental theory for higher education. 
Journal of College Student Personnel, 40, 518–529. 
111 
 
 
 
Astin, H. S., & Astin, A. W. (1996). A social change model of leadership development 
guidebook, version 3. Los Angeles: Higher Education Research Institute, University 
of California, Los Angeles. 
Astin, A. W., & Astin, H. S. (2000). Leadership reconsidered. Engaging higher education in 
social change. Battle Creek, MI: W. K. Kellog Foundation. 
Birkenholz, R. J., & Schumacher, L. G. (1994). Leadership skills of college of agriculture 
graduates. Journal of Agricultural Education, 35(4), 1–8. 
Boatman, S. A. (1999). The leadership audit: A process to enhance the development of 
student leadership. NASPA Journal, 37, 325–336. 
Bonnet, J. (2008). The contributions of mandatory service to civic engagement: A study of 
community service participation and citizenship among undergraduates (master’s 
thesis, University of Maryland).  Retrieved from 
http://drum.lib.umd.edu/bitstream/1903/8221/1/umi-umd-5424.pdf 
Campbell, T. A., & Campbell, D. E. (1997). Faculty/student mentor program: Effects on 
academic performance and retention. Research in Higher Education, 38, 727–742. 
Council for the Advancement of Standards in Higher Education. (2006). CAS professional 
standards for higher education (6th ed.). Washington, DC: Author. 
Cooper, D. L., Healy, M. A., & Simpson, J. (1994). Student development through 
involvement: Specific changes over time. Journal of College Student Development, 
35, 98–102. 
Dillman, D. A. (2007). Mail and Internet surveys: The tailored design method (2nd ed.). New 
York, NY: John Wiley and Sons. 
112 
 
 
 
Dugan, J. P. (2006). Involvement and leadership: A descriptive analysis of socially 
responsible leadership. Journal of Student Development, 47, 335–343. 
Dunkel, N. W., & Schuh, J. H. (1998). Advising student groups and organizations. San 
Francisco, CA: Jossey-Bass. 
Ewing, J. C., Bruce, J. A., & Ricketts, K. G. (2009). Effective leadership development for 
undergraduates: How important is active participation in collegiate organizations? 
Journal of Leadership Education, 7, 118–131. 
Foreman, E. A. & Retallick, M. S. (in-press).  Undergraduate Involvement in Extracurricular 
Activities and Leadership Development in College of Agriculture and Life Sciences 
Students.  Journal of Agricultural Education. 
 
Foubert, J. D., & Grainger, L. U. (2006). Effects of involvement in clubs and organizations 
on the psychosocial development of first-year and senior college students. NASPA 
Journal, 43, 166–182. 
Gasiorski, A. (2009). Who serves in college?: Exploring the relationship between 
background, college environments, and college community service participation 
(Doctoral dissertation, University of Maryland).  Retrieved from 
http://drum.lib.umd.edu/bitstream/1903/9191/1/Gasiorski_umd_0117E_10293.pdf 
Haber, P., & Komives, S. R. (2009). Predicting the individual values of the social change 
model of leadership development: The role of college students’ leadership 
involvement experiences. Journal of Leadership Education, 7, 133–166. 
113 
 
 
 
Higher Education Research Institute (1996). A social change model of leadership 
development: Guidebook version III. College Park, MD: National Clearinghouse for 
Leadership Programs. 
Institutional Research (2011). Institutional Research. Retrieved from 
http://www.ir.iastate.edu/. 
Josselson, R. (1987). Finding herself: Pathways to identity development in women. San 
Francisco, CA: Jossey-Bass. 
Kezar, A. (2002). Expanding notions of leadership to capture pluralistic voices: Positionality 
theory in practice. Journal of College Student Development, 43, 558–578. 
Kezar, A., & Moriaty, D. (2000). Expanding our understanding of student leadership 
development: A study exploring gender and ethnic identity.  Journal of College 
Student Development, 41, 55–69. 
Kimbrough, W. M. (1998). The impact of membership in black greek-letter organizations on 
black students’ involvement in collegiate activities and their development of 
leadership skills. Journal of Negro Education, 67(2), 96–105. 
Kouzes, J. M., & Posner, B. Z. (2007). The leadership challenge (4th ed.). San Francisco, 
CA: Jossey-Bass. 
Kuh, G. D. (1985). The other curriculum: Out-of-class experiences associated with student 
learning and personal development. Journal of Higher Education, 66, 123–155. 
Layfield, K. D., Radhakrishna, R. B., & Andreasen, R. J. (2000). Self-perceived leadership 
skills of students in leadership programs in agriculture courses. Journal of Southern 
Agriculture Research, 50 (1), 62–68. 
114 
 
 
 
Linder, J. R., Murphy, T. H., & Briers, G. E. (2001). Handling nonresponse in social science 
research. Journal of Agricultural Education, 42(4), 43–53. 
Martin, L. M. (2000). The relationship of college experiences to psychosocial outcomes in 
students. Journal of College Student Development, 41, 294–303. 
Montelongo, R. (2002). Student participation in college student organizations: A review of 
literature. Journal of the Indiana University Personnel Association, 2, 50–63. 
Moore, L. L., Prescott, W. R., & Gardner, K. A. (2008). College or university student 
organizations: Which are more effective at developing leaders? Proceedings of the 
2008 Western Region AAAE Research Conference, 27, 177–186.  
National Clearinghouse for Leadership Programs. (2009).  Socially Responsible Leadership 
Scale [survey]. College Park, MD: http://www.nclp.umd.edu/ 
Park, T. D., & Dyer, J. E. (2005). Contributions of agricultural education, FFA, and 4-H to 
student leadership in agriculture colleges. Journal of Agricultural Education, 46(2), 
83–95. 
Pascarella, E., & Terenzini, P. T. (1991). How college affects students. San Francisco, CA: 
Jossey-Bass. 
Phinney, J. S. (1990). Ethnic identity in adolescents and adults: Review of research. 
Psychological Bulletin, 108, 499–514. 
Phipps, L. J., Osborne, E. W., Dyer, J. E., & Ball, A. L. (2008). Handbook on agricultural 
education in public schools (6th ed.). Clifton Park, NY: Delmar Learning. 
Qualtrics (19,973) [online survey program]. Provo, UT: Author. Retrieved from 
http://www.qualtrics.com/ 
115 
 
 
 
Retallick, M. S. & Pate, M. L. (2009). Undergraduate student mentoring: What do students 
think? NACTA Journal, 53(1), 24–31. 
Rubin, R. S., Bommer, W. H. & Baldwin, T. T. (2002). Using extracurricular activity as an 
indicator of interpersonal skill: Prudent evaluation or recruiting malpractice? Human 
Resource Management, 41, 441–454. 
Shertzer, J. E., & Shuh, J. H. (2004). College student perceptions of leadership: Empowering 
and constraining beliefs. National Association of Student Personnel Administrators 
Journal, 42(1), 111–131. 
Stanford, S. W. (1992). Extracurricular involvement and development among undergraduate 
student leaders. College Student Affairs Journal, 12, 17–24. 
Terenzini, P. T., & Reason, R. D. (2005, November). Parsing the first year of college: A 
conceptual framework for studying college impacts. Paper presented at the meeting of 
the Association for the Study of Higher Education, Philadelphia, PA. 
Von Stein, M. F., & Ball, A. L. (2008). Examining undergraduate student involvement in 
collegiate student organizations in colleges of agriculture. Paper presented at the 
north central region conference of American Association for Agricultural Education. 
95–110. 
Wang, J., & Shiveley, J. (2009). The impact of extracurricular activity on student academic 
performance. Retrieved from http://www.csus.edu/oir/Assessment/Non-
academic%20Program%20Assessment/Student%20Activities/Student%20Activity%2
0Report%202009.pdf 
116 
 
 
 
Wilson, W. (2009). Leadership development on leadership self efficacy for students who 
participate in military education programs (Doctoral dissertation, University of 
Maryland).  Retrieved from http://drum.lib.umd.edu//handle/1903/9284 
Yarbrough, D. (2002). The engagement model for effective academic advising with 
undergraduate college students and student organizations.  Journal of Humanistic 
Counseling, Education, and Development, 41, 61–68.  
ELIZABETH A. FOREMAN is a graduate student in the Department of Agricultural 
Education and Studies at Iowa State University, bforeman@iastate.edu 
 
MICHAEL S. RETALLICK is an Assistant Professor in the Department of Agricultural 
Education and Studies at Iowa State University, 206 Curtiss Hall, Ames, IA 50011, 
msr@iastate.edu 
 
 
 
 
  
117 
 
 
 
Chapter VI.   Identifying the relationship of precollegiate and collegiate experiences in 
predicting the community values component of leadership development 
A paper prepared for submission to the Journal of College Student Development 
Elizabeth A. Foreman and Michael S. Retallick 
Abstract 
 Undergraduate college students who were classified as seniors in the College of 
Agriculture and Life Sciences at Iowa State University (N=969) were sampled to examine 
undergraduate students’ relationship between extracurricular involvement and leadership 
outcomes.  Participants completed a web-based instrument that included the citizenship scale 
of the Socially Responsible Leadership Scale-Revised2 (SRLS-R2).  Hierarchical regression 
indicated that among precollegiate experiences, high school extracurricular activity was 
significant for predicting citizenship.  However, when college experiences were added to the 
model, extracurricular activity in college was the most significant predictor and high school 
extracurricular activity was no longer significant. 
Keywords:  undergraduate leadership development; undergraduate extracurricular 
involvement; Social Change Model; Socially Responsible Leadership Scale 
 This paper is a product of the Iowa Agriculture and Home Economics Experiment 
Station, Ames, Iowa.  Project No. 3613 and sponsored by the Hatch Act and State of Iowa. 
The authors would like to acknowledge the National Clearinghouse for Leadership Programs 
and the Center for Student Success for allowing us to use the SRLS-R2 instrument. 
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Introduction 
 Recent higher education reforms have led to a greater focus on student learning 
outcomes, including professional skill development, and the impact of experiences outside 
the classroom as learning opportunities. Many institutions of higher education include 
leadership development in their mission statements (Astin & Astin, 2000; Boatman, 1999).  
The Council for the Advancement of Standards in Higher Education (CAS) identified 
leadership development as one of 16 student learning and development outcomes and 
suggested that leadership can be intentionally learned (CAS, 2006).  “There is a growing 
recognition that this task [purposefully develop socially responsible leaders] is the 
responsibility of all members of the campus community, not just those teaching leadership 
courses or those working with co-curricular leadership programs” (Dugan & Komives, 2007, 
p. 5).   
 In recent years, higher education has recognized participation in extracurricular 
activities as a strategy to reach learning outcomes, such as leadership development, and not 
simply as a social activity (Birkenholz & Schumacher, 1994; Ewing, Bruce, & Ricketts, 
2009; Layfield, Radhakrishna, & Andresen, 2000; Rubin, Bommer, & Baldwin, 2002).  
However, to facilitate learning experiences, educators need to know more about specific 
experiences that result in increased leadership development. “By identifying specific learning 
tasks and goals associated with leadership development, one can intentionally create 
opportunities which foster such development in college” (CAS, 2006, p. 93).  
Conceptual Framework 
 An adaptation of Terenzini and Reason’s (2005) model explaining college students’ 
first-year experiences served as the framework for this study.   The framework for this study 
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has three components (Figure 1). The first two are precollegiate and college experiences, 
which literature suggests contribute to leadership development in undergraduate college 
students (i.e., Armino et al., 2000; Birkenholz & Schumacher, 1994; Ewing et al., 2009; 
Josselson, 1987; Kezar, 2002; Kezar & Moriarty, 2000; Kimbrough, 1998; Layfield et al., 
2000; Moore, Prescott, & Gardener, 2008; Pascarella & Terenzini, 1991; Phinney, 1990; 
Rubin, Bommer, & Baldwin, 2002).  The third component, leadership development, is the 
outcome of the model and was conceptualized using the social change model (SCM; Higher 
Education Research Institute, 1996). 
 
 
Figure 1. Collegiate leadership development model. Adapted from “Parsing the first year of 
college: A conceptual framework for studying college impacts” by P.T. Terenzini and R.D. 
Reason, 2005, paper presented at the meeting of the Association for the Study of Higher 
Education. Philadelphia, PA. Adapted with permission. 
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Precollegiate Characteristics and Experiences 
 The precollegiate construct of this model includes socio-demographics that have been 
linked to leadership development, including race (Armino et al., 2000; Kimbrough, 1998; 
Phinney, 1990) and gender (Josselson, 1987; Kezar, 2002; Kezar & Moriarty, 2000).  
Additional personal and social experiences related to undergraduate leadership development, 
such as precollegiate extracurricular experiences (Astin, 1977; Park & Dyer, 2005) and 
leadership self-efficacy (Astin, 1999; Dugan & Komives, 2007) are also included in this 
component. 
College Experiences 
 Kuh and Umbach (2004) used data from the National Survey of Student Engagement 
(NSSE) and concluded that institutions should organize both in-class and out-of-class 
experiences to expose them to a variety of opportunities.  The college experience construct 
includes three types of individual student experiences that have been associated with 
leadership development: 1) classroom experiences, including subject matter, teaching and 
learning strategies, and peer interactions; 2) curricular experiences, including major, 
involvement in a departmental learning community, and internships; and 3) out-of-class-
experiences.   
 Classroom experiences are a central part of the college experience.  The pedagogy 
used, as well as the subject matter, contributes to student learning. Research suggests a 
variety of strategies, such as group assignments and tests (Coers, Williams, Duncan, 2010; 
Cress, Astin, Zimmerman-Oster, & Burkhardt, 2001; Moore, 2010), using multimedia 
(Williams & McClure, 2010), asynchronous computer simulations (Boyd & Murphrey, 2002) 
and service learning (Montelongo, 2002; Sessa, Matos, & Hopkins, 2009) to help learners 
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become more engaged in the learning process (Boyd and Murphrey, 2002; Cooper, Prescott, 
Cook, Smith, & Mueck, 1990), increase student learning about theory and practice and how 
deeply they learned the information (Sessa, Matos, & Hopkins, 2009), apply knowledge in 
other areas of their life (Boyd & Murphrey, 2002), and develop the skills required to be a 
life-long learner. 
Curricular experiences refer to those experiences specific to an individual academic 
major or curriculum, including required coursework, academic advising, academic-based 
learning communities, internship experiences, and study abroad and can be offered as both a 
stand-alone curriculum or a component integrated in other curricula.  The first undergraduate 
major in Leadership was developed in the 1990’s at the Jepson School of Leadership Studies 
at the University of Richmond (Dugan & Komives, 2007).  Since that time additional 
leadership majors, minors, and certificate programs have been developed throughout the 
country. 
 Out-of-class experiences refer to college experiences that occur outside the classroom 
and formal curriculum (i.e., extracurricular activities, leadership programs, Greek system, 
and living experiences).  Astin (1999) proposed that positive outcomes of involvement are a 
result of both the quantitative (i.e., how much time a student spends on an activity) and 
qualitative (i.e., how focused the student is on the activity) aspects. Pascarella and Terrenzini 
(1991) found that the frequency and quality of students’ participation in activities was 
associated with high educational aspirations, enhanced self-confidence, and increased 
interpersonal and leadership skills. 
 Extracurricular experiences are often perceived as important to students’ social and 
personal growth.  However, when extracurricular activities are viewed solely as social 
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functions, they are also seen as competing with academic work (Rubin, Bommer, & Baldwin, 
2002).  Studies have shown that participation in extracurricular activities contributes 
positively to interpersonal skills (Birkenholz & Schumacher, 1994; Ewing et al., 2009; 
Layfield et al., 2000; Moore, Prescott, & Gardener, 2008; Pascarella & Terenzini, 1991; 
Rubin et al., 2002), academic achievement and persistence (Astin, 1999; Wang & Shively, 
2009), peer-to-peer interactions (Abrahamowicz, 1988; Astin, 1996; Pascarella & Terenzini, 
1991), and positive faculty interactions (Abrahamowicz, 1988; Campbell & Campbell, 1997; 
Retallick & Pate, 2009). 
 Kouzes and Posner (2007) suggested that exposure to a variety of out-of-classroom 
experiences provides concrete experiences as students apply leadership theories and skills.  
Additional researchers have examined this idea and concluded that participation in 
extracurricular clubs and organizations contributes to positive leadership development 
(Birkenholz & Schumacher, 1994; Ewing et al., 2009; Layfield et al., 2000).  For example, 
college juniors who were members of student organizations scored higher than nonmembers 
on educational involvement, career planning, lifestyle planning, cultural participation, and 
academic autonomy (Cooper et al., 1994).  Montelongo (2002) concluded that personal or 
affective development of attitudes, values, aspirations, and personality disposition were 
positive outcomes associated with extracurricular participation.  In addition, holding an 
office in an extracurricular organization can enhance the richness and magnitude of learning 
experiences and personal development during college years (Astin, 1984) and was related to 
increased leadership development (Ewing et al., 2009) and decision making (Rubin et al., 
2002).  Dugan (2006) found that undergraduate students who served as positional leaders 
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scored higher on the Socially Responsible Leadership Scale (SRLS-R2) group values scale 
and the SRLS-R2 societal values scale. 
 Most frequent leadership program activities were seminars, workshops, mentors, 
guest speakers, service and volunteerism (Zimmerman & Burkhardt, 1999). These programs 
involve a wide variety of teaching strategies, including experiential learning opportunities 
(Haber & Komives, 2009; Cress et al., 2001) and opportunities for service and active 
learning through collaboration (Cress et al., 2001).  
 Positive leadership outcomes were found in a variety of studies, including improving 
their personal effectiveness, and aided in their professional and career development (Von 
Stein, 2007), and increasing their leadership ability (Dugan & Komives, 2007; Kezar & 
Moriarty, 2000; Layfield, Radhakrishna, & Andresen, 2000; Posner, 2009).  For example, 
Cress, Astin, Zimmerman-Oster, & Burkhardt (2001) concluded that participants in 
leadership development programs were more likely to report growth in their commitment to 
civic responsibility, conflict resolution skills, ability to plan and implement programs and 
activities and willingness to take risks.  In addition, these students were more likely to be 
involved in co-curricular activities and hold an office in those activities.  
 The location of residence while in college was found to be a significant predictor of 
leadership skill development.  Birkenholz and Schumacher (1994) concluded that living in a 
structured housing arrangement such as a residence hall, fraternity or sorority was positively 
related to perceived leadership skills.  Students who live in campus residences also show 
greater gains in interpersonal self-esteem and several forms of involvement, including 
interaction with faculty, involvement in student government, and participation in social 
fraternities or sororities (Astin, 1999). Similar benefits were found with students who were a 
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part of the Greek System (Rubin, Bommer, & Baldwin, 2002). Pike (2000) studied the social 
and cognitive benefits for Greek students and found a direct relationship to students’ social 
involvement and integration of college experiences and an indirect relationship to gains in 
general abilities associated with cognitive development.  
Leadership Development Outcomes 
 Leadership development is the outcome construct of this model.  Many different 
definitions and theoretical frameworks were used to study leadership development.  For the 
purposes of this study, leadership is defined as an “influential relationship among leaders and 
followers who intend real changes that reflect their mutual purposes” (Rost, 1991, p. 102).  
The Social Change Model (SCM), developed by the Higher Education Research Institute of 
UCLA in 1993, was used to conceptualize leadership development. 
 The SCM describes leadership as a purposeful, collaborative, values-driven process.  
Its central principles—social responsibility and change for the common good—are assessed 
through eight core values that describe students’ level of self-awareness and ability to work 
with others.  The model views leadership as a process, not a position, and encourages 
leadership development in all participants, including those who hold formal leadership 
positions and those who don’t.  The SCM promotes the values of equality, social justice, self-
knowledge, personal empowerment, collaboration, citizenship, and service (Astin & Astin, 
1996).  The model for this study includes all three elements of the SCM: individual values, 
group values, and community values. 
 The SCM is a widely cited model of student leadership in higher education (Haber & 
Komives, 2009).  For example, the social change model of leadership development, 
measured by the Socially Responsible Leadership Scale (SRLS-R2),was used in the Multi-
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Institutional Study of Leadership (MSL).  This study, first conducted in 2006 and conducted 
annually since 2009, includes nearly 200 higher education institutions.   
 Educational reform movements increased the attention to the importance of 
leadership development in higher education (Astin, Kuep, & Lindholm, 2002) and provided 
standards for these programs (CAS, 2006).  Research has identified a relationship between 
extracurricular participation and leadership outcomes (Birkenholz & Schumacher, 1994; 
Ewing et al., 2009; Layfield et al., 2000), participation in leadership programs and leadership 
outcomes (Dugan, Bohle, Gebhardt, Hofert, Wilk, & Cooney, 2011; Schumacher & Swan, 
1993), and the impact of college classes and leadership outcomes (Buschlen & Dvorak, 2011; 
Odom, Boyd, & Williams, 2012).  However, a more comprehensive approach is needed to 
better understand the college student experience and the influences of leadership 
development.  
Research Purpose 
 This study sought to add to the leadership development literature by examining how 
precollegiate and collegiate experiences contribute to students’ community values of Socially 
Responsible Leadership.  The purpose of this study was to identify the extent to which 
precollegiate and collegiate experiences independently and collectively contribute to college 
students’ socially responsible leadership.   
Methods 
 This study was a part of a larger study designed to examine the role of undergraduate 
extracurricular participation in leadership development.  Full-time, undergraduate college 
students classified as seniors in the College of Agriculture and Life Sciences at [Midwestern 
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State University] (N = 969) were surveyed.  Students over 24 years of age were excluded to 
reduce outliers in the data. 
Instrumentation 
 The researchers designed an on-line questionnaire to meet the research objective.  
The instrument reflected the conceptual framework and contained three sections: 
precollegiate characteristics and experiences, collegiate experiences, and community values 
of leadership.  
 Precollegiate characteristics and experiences were assessed using both university 
records and the web-based survey instrument. Demographic and academic information were 
collected from university records.  This information included, gender, race, and high school 
class rank.  The researchers chose to obtain this information from official student records to 
reduce the length of the online survey and increase the accuracy of demographic data.  
Additional information about student’s high school extracurricular activities, leadership 
training experiences, and precollegiate leadership self-efficacy was collected via the web-
based questionnaire. 
 Information obtained from students’ university records was used to measure 
classroom experiences.  The number of leadership classes a student had completed at 
[Midwestern State University] was obtained.  In addition, the cumulative grade point average 
was used as a measurement of academic success.  Curricular experiences were measured 
based on student participation in a learning community and internship experiences.  Students 
were asked to indicate whether or not they participated in a learning community and 
internships. 
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 Information about out-of-classroom experiences was gathered via the web-based 
instrument. Subjects were asked to indicate whether or not they participated in 
extracurricular organizations, competitive teams, and the Greek system.  Based on the 
responses to these questions, subjects were asked additional questions to learn more about 
their experiences.  Subjects who were involved in these extracurricular activities were given 
a list of activities and organizations and asked to select the ones in which they participated.  
This list included college-level clubs that have a seat on the agriculture and life sciences 
student council, judging or other competitive teams, student government, university-related 
clubs and organizations, social or recreational clubs and organizations, faith- or religious-
based organizations, community-based organizations, and the Greek system. “Other” was 
also included to allow subjects to fill in additional organizations not included on the list.  The 
researchers developed the list with input from current students, academic advisors, and 
college and university websites.  Students were asked to indicate the number of years in 
which they participated in each activity and their highest level of participation.  In addition to 
extracurricular organizations, information about leadership training during college was 
collected.  Students were asked to indicate what leadership training activities they had 
participated in during college. 
 Community Values of the SCM was the dependent variable for this study.  
Community Values is described as, “Believing in the process whereby an individual and/or a 
group become responsibly connected to the community and to society through some activity.  
Recognizing that members of communities are not independent, but interdependent.  
Recognizing individuals and groups have responsibility for the welfare of others.” (Dugan & 
Komives, 2007, p. 10).  Community Values was measured using the citizenship scale of the 
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Socially Responsible Leadership Scale (SRLS-R2) (National Clearinghouse for Leadership 
Programs, 2009).   
 Reliability.  The reliability of the SRLS-R2 has been established by the Multi-
Institutional Study of Leadership, which has used the SRLS-R2 with more than 60,000 
students (National Clearinghouse for Leadership Programs, 2009).  Reliability for the SRLS-
R2 community values scale was computed for this study using Cronbach’s alpha and was 
.896. 
 Validity.  A panel of professionals comprised of faculty and graduate students with 
expertise in undergraduate outcomes, extracurricular experiences, and leadership 
development reviewed the instrument for validity. Based on the purposes and objectives of 
the study, these experts provided feedback about the content of the questionnaire.  In 
addition, the instrument was field-tested with students similar to those in the sample to 
establish validity of the instrument.  All students on the panel had completed between 60 and 
85 credits, which equates to junior status.  Based on their feedback, changes to content, 
question format and data collection procedures were made to improve the validity of the 
instrument. 
Data Collection 
 Qualtrics (Qualtrics Labs, Inc., Provo, UT), a web-based survey program, was used to 
collect data because of the program’s capabilities to improve the flow of the instrument.  
Qualtrics uses skip/display logic to customize which questions a subject receives.  On the 
basis of initial responses, a subject was asked additional questions that related to their 
experiences. 
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 The researchers modified Dillman’s (2007) five-step data collection approach on the 
basis of suggestions from students on the expert panels.  The panel suggested that 
undergraduates would view a pre-notice as junk mail and would be less likely to respond 
favorably to follow-up e-mails.  Therefore, the survey link was included in the first e-mail 
contact, which also described the purpose of the study and included information about 
general consent. The distribution list obtained from the university registrar’s office contained 
969 subjects. Subjects were contacted via e-mail to participate in the study and were sent up 
to four e-mail reminders inviting them to participate in the study if they had not yet 
completed the questionnaire. This process resulted in 270 responses (27%), 199 of which 
were complete for a usable response rate of 20.5%. 
 Non-response error was controlled using two different methods.  First, independent 
sample t-tests were used to compare early and late respondents, as suggested by Lindner, 
Murphy, and Briers (2001).  According to this analysis, differences in involvement in 
extracurricular activities did not exist between early and late respondents.  Second, the 
researchers compared demographics of the population list from university records with 
demographics of survey respondents.  Females, students who entered the university directly 
from high school, and students with a higher GPA were more likely to respond.  Therefore, 
caution should be used when generalizing beyond those who responded.  
Data Analysis 
 Qualtrics automatically recorded survey responses as subjects completed the survey.  
E-mail addresses were used to match students’ university record information with survey 
results.  To ensure confidentiality, all identifying data were removed before developing the 
spreadsheet for data analysis.  SPSS (Version 17) was used to analyze the data. 
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 Hierarchical regression was the primary statistical technique.  Variable blocking 
reflected the conceptual framework and influences from past research.  Block one included 
demographic and precollegiate experiences.  Block two consisted of college experiences, 
including classroom experiences, curricular experiences, and out-of-classroom experiences. 
 Block one variables.  Gender and high school class rank were collected from 
university records and entered into the regression.  Information from the web-based survey 
was used to assess high school extracurricular activity, precollegiate leadership training, and 
a self-perception of leadership ability when students entered college.  An activity level 
construct was created by adding the amount of years a student had participated in each 
activity (i.e., 1 = 1 year, 2 = 2 years, 3 = 3 years, 4 = 4 years, 5 = 5 or more years) with a 
score for their highest level of involvement (i.e., 1 = member, 2 = committee member, 3= 
event or committee chair, 4 = officer or team captain, 5 = state or national leadership).  
Precollegiate leadership training was calculated by adding together the number of leadership 
training experiences each subject indicated they had experienced. (i.e., 0 = no leadership 
training experiences, 2 = 2 leadership training experiences, and 3 = 3 leadership training 
experiences).  Leadership self-perception was measured with a single likert-scale question 
that asked how students would rate their leadership when they entered college compared to 
their peers (i.e., 1 = well below average to 5 = well above average.) 
Block two variables.  Constructs in block two included individual college experiences (i.e., 
out-of classroom experiences, classroom experiences, and curricular experiences).  Collegiate 
classroom experiences were assessed using cumulative grade point and the number of 
leadership classes in which a student had completed, both obtained through university 
records.  Cumulative university grade point was entered into the regression.  University 
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records indicated how many credits of classes identified by the university as a leadership 
course each student had completed, which was entered into the regression. 
 Curricular experiences were assessed through internship experiences and learning 
community participation.  Students were asked the number of internship experiences in 
which they had participated.  A summative score was created (i.e., 0 = no internship 
experiences, 1 = 1 internship experience, 2 = 2 internship experiences, and 3 = 3 internship 
experiences) and entered in the regression.  Learning community participation was measured 
by a simple dichotomous variable (i.e., 0 = no and 1 = yes). 
 Extracurricular experiences, leadership training, and participation in the Greek 
community were used to assess out-of-classroom experiences.  An activity level construct 
was created by adding the amount of years a student had participated in each activity (i.e., 1 
= 1 year, 2 = 2 years, 3 = 3 years, 4 = 4 years, 5 = 5 or more years) with a score for their 
highest level of involvement (i.e., 1 = member, 2 = committee member, 3= event or 
committee chair, 4 = officer or team captain, 5 = state or national leadership).  Collegiate 
leadership training was calculated by adding together the number of leadership training 
experiences each subject indicated they had experienced (i.e., 0 = no leadership training 
experiences, 2 = two leadership training experiences, and 3 = three leadership training 
experiences).  Participation in the Greek community was measured by a dichotomous 
variable (i.e., 0 = no, 1 = yes). 
 Dependent variable.  The community values of the SCM was measured using the 
SRLS-R2 Citizenship scale.  The scale consists of eight Likert-type questions that measure 
the extent to which students believe they are connected to their community and society.  In 
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addition, the questions assess to what extent they believed that members of a community are 
interconnected and that individuals have responsibilities for the wellbeing of others. 
Results 
 Ninety-one (45.7%) males and 108 (54.3%) females responded to this study.  
All were full-time students and classified as seniors.  Ninety-six percent of the respondents 
indicated they were involved in an extracurricular activity, including 21% in the Greek 
system, 95% in extracurricular clubs and organizations, and 29% in competitive teams. The 
number of extracurricular clubs and organizations that students reported being involved in 
ranged from 0 – 11 (M = 3.41, SD = 2.44) extracurricular clubs and organizations.  Females 
(M = 3.91, SD = 2.29) were involved in more clubs than males (M = 2.82, SD = 2.48, t (197) 
= -3.198, p = .002). SRLS-R2 scores for this study were compared with the results of the 
Multi-Institutional Study of Leadership and can be found in Appendix D.  Using a t-test, no 
differences were found on any of the leadership scales based on gender. 
Diagnostic statistics 
 Diagnostic statistics, including collinearity tolerance, standardized residual histogram, 
and the normal p-plot of regression standardized residual indicate the variables meet the 
assumptions of regression analysis.  Collinearity tolerance levels ranged from .643 - .970.  
 Because the collinearity statistics indicate tolerance levels well above 0.2, the 
assumption of no collinearity is met (Field, 2009) (Table 1). The histogram of regression 
standardized residual (Figure 2) indicates a normal distribution.  In addition, the normal p-
plot of regression standardized residual (Figure 3) indicated an acceptable distribution of 
residuals.
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Table 1 
Excluded variables 
Model Beta 
In 
t Sig. Partial 
Correlation 
Collinearity 
Statistics 
Tolerance 
Collegiate extracurricular involvement .291
a 
3.563 .000 .261 .643 
Collegiate leadership training .025
a 
.351 .726 .027 .875 
Collegiate leadership class credit .062
a 
.898 .371 .068 .970 
Greek involvement .276
a 
4.143 .000 .300 .946 
Learning community involvement .035
a 
.495 .621 .038 .931 
Internship experiences .079
a 
1.111 .268 .084 .913 
Cummulative grade point .179
a 
2.425 .016 .181 .814 
Note.  
a.
  Predictors:  (Constant), gender, precollegiate leadership training, high school class 
rank, leadership self-perception, precollegiate extracurricular involvement. 
b.
  Predictors:  (Constant), gender, precollegiate leadership training, high school class rank, 
leadership self-perception, precollegiate extracurricular involvement, college leadership 
classes completed, Greek involvement, learning community involvement, internships, college 
leadership training, cumulative GPA, and collegiate extracurricular involvement. 
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Figure 2. 
Regression standardized residual histogram 
 
Figure 3. 
Normal p-plot of regression standardized residuals   
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Correlations 
The correlations indicate significant relationships between several variables at a significance 
level of p < .05 (Table 2).  High school extracurricular participation and high school training 
were significant with a correlation of .487.  High school extracurricular participation, high 
school leadership training, and college extracurricular participation were significant with 
leadership self-perception with correlations of .356, .325, .232 respectively.  College 
extracurricular participation was significantly correlated to several high school variables (i.e., 
high school extracurricular participation, high school leadership training, and high school 
class rank).  In addition, college extracurricular participation was correlated to college 
variables (i.e., college leadership training, internships, and college GPA).   
Regression Modeling 
 The first block containing precollegiate characteristics and experiences (i.e., 
precollegiate extracurricular involvement, precollegiate leadership training, leadership self-
perception, high school class rank, and gender) explained 19.8% of the variance of the 
dependent variable community values.  The second block, containing college experiences 
(i.e., extracurricular involvement, leadership classes completed, leadership training, Greek 
participation, learning community participation, internships, and cumulative grade point 
average) increased the explained variance by 12%, explaining 31.8% for the model (Table 3). 
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Table 2. 
Correlation Results
 Community HS 
extracurricular 
HS 
leadership 
training 
Leadership 
self 
perception 
HS 
rank 
Gender Collegiate 
extracurricular 
Collegiate 
leadership 
training 
Collegiate 
leadership 
classes 
Greek Learning 
community 
Internship  GPA 
Community 1.000 .370* .276* .202* .073 .238* .403* .116 .057 .302* .069 .135* .179* 
HS extracurricular  1.000 .487* .356* .262* .085 .519* .264* .080 .187* .150* .233* .142* 
HS leadership training   1.000 .325* .174* -.003 .318* .287* -.003 .014 .082 .160* -.018 
Leadership self perception    1.000 .033* .062 .232* .166* -.013 .091 -.052 .149* -.028 
HS rank     1.000 .096 .394* .167* .108 .041 .219* .140* .410* 
Gender      1.000 .159* -.084 -.090 -.075 -.017 -.110 .071 
Collegiate extracurricular       1.000* .398* -.026 .302* .168* .388* .358* 
Collegiate leadership train        1.000 -.073 .134* .084 .232* .143* 
Collegiate leadership class         1.000 .140* .034 -.009 -.114 
Greek          1.000 -.047 .187* .106 
Learning community           1.000 .059 .024 
Internship            1.000 .159* 
Collegiate GPA             1.000 
Note.  *p < .05.
 
1
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Table 3 
Regression model summary 
Model 
 
R R 
Square 
Adjusted 
R Square 
Std. 
Error of 
the 
Estimate 
Change Statistics 
R 
Square 
Change 
F 
Change 
df1 df2 Sig F 
Change 
1 
2 
.445
a 
.564
b 
.198 
.318 
.176 
.270 
3.56163 
3.35231 
.198 
.120 
8.664 
4.220 
5 
7 
175 
168 
.000 
.000 
Note.  
a.
  Predictors:  (Constant), gender, precollegiate leadership training, high school class 
rank, leadership self-perception, precollegiate extracurricular involvement. 
b.
  Predictors:  (Constant), gender, precollegiate leadership training, high school class rank, 
leadership self-perception, precollegiate extracurricular involvement, college leadership 
classes completed, Greek involvement, learning community involvement, internships, college 
leadership training, cumulative GPA, and collegiate extracurricular involvement. 
 Precollegiate extracurricular involvement and gender were the only two significant 
variables in the first block, which contained precollegiate characteristics and experiences.  
When collegiate experiences were added to the regression, different variables emerged as 
significant (Table 4).   Gender remained a significant predictor in the second model.  Several 
precollegiate experiences emerged as significant in the second model (i.e., leadership 
training, class rank) that were not significant in the first.  However, precollegiate 
extracurricular activity was significant in the first model and not in the second.  In addition, 
collegiate experiences were significant in the second model (i.e., extracurricular involvement 
and Greek involvement).    
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Table 4 
Regression model 
Model Unstandardized 
Coefficients 
Standardized 
Coefficients 
 
T 
 
Sig. 
B Std. Error Beta   
1 (Constant) 
HS extracurricular  
HS leadership training 
Leadership self perception 
HS class rank 
Gender 
27.379 
.072 
.431 
.205 
-.006 
1.706 
1.558 
.021 
.262 
.328 
.010 
.541 
 
.284 
.131 
.046 
-.047 
.216 
17.570 
3.466 
1.648 
.626 
-.660 
3.157 
.000 
.001* 
.101 
.532 
.510 
.002* 
2 (Constant) 
HS extracurricular  
HS leadership training 
Leadership self-perception 
HS class rank 
Gender 
College extracurricular  
College leadership training 
College leadership classes 
Greek involvement 
Learning community 
Internship 
Cumulative GPA 
25.007 
.034 
.580 
.181 
-.023 
1.705 
.071 
-.278 
.506 
2.160 
.424 
-.055 
.955 
2.076 
.021 
.255 
.313 
.011 
.535 
.032 
.353 
.488 
.682 
.529 
.263 
.514 
 
.133 
.176 
.041 
-.169 
.215 
.206 
-.057 
.069 
.220 
.054 
-.015 
.139 
12.045 
1.586 
2.277 
.578 
-2.216 
3.189 
2.216 
-.787 
1.038 
3.169 
.802 
-.210 
1.858 
.000 
.115 
.024* 
.564 
.028* 
.002* 
.028* 
.433 
.301 
.002* 
.424 
.834 
.065 
Note. * p < .05 
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Conclusions 
 This study revealed that both precollegiate and collegiate experiences help explain 
differences in community values of leadership.  In addition to both model one and model two 
being significant, the change between model one, containing demographic and precollegiate 
experiences, and the second model, which added collegiate experience, was significant. The 
findings of this study are consistent with Dugan and Komives (2010) who concluded that 
college experiences were influential in each of the scales of the socially responsible 
leadership instrument.  In addition to the importance of the significance of the overall model, 
several individual variables were noteworthy.  
 Extracurricular participation was an important predictor of the citizenship scale of the 
SRLS in this study.   Precollegiate extracurricular activity was the most significant predictor 
when only demographics and precollegiate experiences were analyzed.  When collegiate 
experiences were added to the analysis, college extracurricular activities were significant; 
however, high school extracurricular activities were not.  
 The involvement construct for this model included both the number of organizations a 
student was a member of as well as their highest level of participation.  When looking more 
closely at the impact of holding an office, the results were consistent with other studies that 
concluded that students who held an office showed increased leadership development (Astin, 
1984; Cooper et al., 1994; Ewing et al., 2009; Kuh, 1985; Rubin et al., 2002).  Dugan (2006) 
found that undergraduate students who served as positional leaders scored higher on the 
Socially Responsible Leadership Scale (SRLS-R2) group values scale and the SRLS-R2 
societal values scale. 
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 Precollegiate leadership training did not emerge as a significant predictor in this study 
in the first model that included demographics and precollegiate experiences.  When 
collegiate experiences were added, college leadership training experiences were not 
significant.  However, precollegiate leadership training did emerge as a significant predictor 
of leadership outcomes in the second model.  The statistically significant correlations 
between leadership training and other factors may have impacted their influence in the 
model.  For example, high school training and high school extracurricular participation were 
correlated (r = .487) as were college extracurricular participation and college leadership 
training (r = .398) and high school leadership training and college extracurricular 
participation ( r = .318). 
  Similar to Haber and Komives (2009) who found leadership training and education 
were not significant in predicting individual values of social change, classroom education 
was not a significant predictor of leadership in this study.  This is inconsistent with other 
studies who have reported a positive relationship between leadership training programs and 
leadership (Cress, Astin, Zimmerman-Oster & Burkhardt, 2001; Dugan & Komives, 2007; 
Kezar & Moriarty, 2000; Posner, 2009).  In addition, Dugan and Komives (2010) reported 
moderate term leadership training as a significant predictor of the citizenship scale.  This 
study did not measure the duration, content, or quality of the leadership training which may 
account for inconsistent findings.   
 Although females were more likely to respond to this study and caution should be 
taken in interpreting the results related to gender, gender was a significant variable in both 
models.  Based on the multi-institutional study of leadership, Dugan and Komives (2007) 
found females scored higher than males on each of the scales of the socially responsible 
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leadership scales, except change.  In addition, Haber and Komives (2009) reported a similar 
trend. Involvement in community organizations was a significant predictor of leadership 
development for females. 
Implications and Recommendations 
 A limitation of this study was that data were collected at one College of Agriculture 
and Life Science at a fairly homogeneous institution.  In spite of this limitation, the analysis 
offers insights for other institutions who aspire to increase student leadership outcomes.  
Leadership development is an important outcome of the college student experience.  Results 
of this study are consistent with previous research (Birkenholz & Schumacher, 1994; Ewing 
et al., 2009; Layfield et al., 2000) on the importance of participating in extracurricular clubs 
and organizations.  Involvement in these activities has a strong relationship with leadership 
development, and institutions should include the role of extracurricular activities as they 
develop action plans for reaching leadership development outcomes. 
 The importance of collegiate extracurricular participation was confirmed in this 
study.  Precollegiate extracurricular activities were significant at predicting community 
values when only high school activities were included.  However, when collegiate activities 
were added to the analysis, high school activities were no longer significant.  Faculty and 
staff need to create meaningful extracurricular opportunities for students and encourage 
students to participate.  While, some resources are available to inform the development of 
these experiences (Dunkel & Schuh, 1998; Yarbrough, 2002), additional research is needed 
to identify specific characteristics or activities of extracurricular involvement that are most 
likely to increase leadership outcomes.  This information would be very valuable as 
educators work with student leaders to create meaningful experiences.  Additional research 
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should be conducted to examine the relationship between high school involvement and 
collegiate involvement to examine what impact high school involvement has college 
involvement and if this may help explain this finding.  
 The finding that leadership programs and classroom education were not significant 
predictors of the outcome warrants the examination of the duration, content, or quality of the 
leadership training offered.  Perhaps the outcomes of these programs are not consistent with 
social change model and would therefore not be a valid predictor of the outcome this study 
measured.  Or perhaps, the training was not effective or was offered to the wrong audience. 
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Chapter VII.  General Conclusions and Recommendations 
The purpose of this dissertation was to examine the precollegiate and collegiate 
experiences that resulted in increased leadership development and consisted of three 
individual research papers prepared for submission to research journals. The conceptual 
framework for the entire study used the Collegiate leadership development model as the 
conceptual framework and the SCM as the outcome (i.e., dependent variable).  However, 
each paper analyzed a different portion of the SCM.  The first paper found in chapter 4, 
which examined undergraduate involvement in extracurricular activities, used the omnibus 
and group scales to measure the leadership outcome and served as a the foundational  paper.  
The second paper, found in chapter 5, examined the relationship between undergraduate 
extracurricular involvement and individual values of the SCM through the lens of Astin’s 
(1999) involvement theory.  Finally, the third paper, found in chapter 6, identified the 
relationship of precollegiate and collegiate experiences in predicting the community values 
of SCM.   
This chapter will examine the general conclusions and recommendations for both 
practice and research. The conclusions are organized into four categories: the need to 
implement a conceptual framework, involvement in extracurricular clubs and organizations, 
leadership education, and reflection.    
The need to implement a conceptual framework 
 A significant gap exists between leadership theory and practice (Dugan & Komives, 
2007).   To reduce this gap, institutions of higher education and perhaps the individual 
colleges within those institutions should adopt a conceptual framework for developing and 
assessing leadership outcomes that includes curricular, classroom, and extracurricular 
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components.  Astin’s (1999) involvement theory supports the need for increased engagement 
both inside and outside the classroom.  Astin (1984) describes an involved student as one 
who “devotes considerable energy to studying, spends much time on campus, participates 
actively in student organizations, and interacts frequently with faculty members and other 
students” ( p. 518).   
Involvement in extracurricular clubs and organizations 
 Institutions of higher education should develop and maintain a culture in which 
extracurricular participation is valued as more than a social function and not seen as 
competing with academic work.  The results of this study indicate that CALS at Iowa State 
University has a culture that values involvement in extracurricular activities and could serve 
as a model for other colleges.  Students who responded to this study reported a high 
extracurricular activity level.  Ninety-six percent of respondents indicated they were involved 
in an extracurricular activity, including 21% in the Greek system, 95% in extracurricular 
clubs and organizations, and 29% in competitive teams.   
 Involvement in extracurricular clubs and organizations influenced the level of 
leadership.  The findings of this study indicated that extracurricular participation was an 
important predictor of community values.  Precollegiate extracurricular activity was the most 
significant predictor when only demographics and precollegiate experiences were analyzed.  
Therefore, extracurricular involvement at the secondary level should be encouraged because 
it helps prepare students for collegiate experiences.  When these students arrive on campus, 
they should be encouraged to get involved in extracurricular activities because the findings of 
this study would indicate that collegiate extracurricular activities were significant at 
predicting leadership outcomes.  Thus, the leadership skills and development that occurs 
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during undergraduate student experiences has a significant impact on actual leadership 
development.   
 Results of this study are consistent with previous research on the importance of 
participating in extracurricular clubs and organizations(Birkenholz & Schumacher, 1994; 
Ewing et al., 2009; Layfield et al., 2000), and it is recommended that more of these 
opportunities be made available to students and that students be encouraged to participate.  
Additional research is recommended to identify specific characteristics or activities of 
extracurricular involvement that are most likely to increase leadership outcomes.  This 
information would be very valuable as educators work with student leaders to create 
meaningful experiences.  
Based on the results of this study, it is recommended that students participate in three 
or four extracurricular clubs and organizations to optimize leadership development.  While 
membership in a club or organization did influence leadership, a threshold of involvement 
was identified to optimize leadership development.  Mean leadership scores increased as 
involvement increased.  But after involvement in three or four clubs or organizations, 
leadership decreased.  This finding confirms Astin’s (1984) supposition that there might be a 
desirable limit of involvement in which additional involvement doesn’t produce desirable 
results and may be detrimental.  
 The impact of time spent involved with clubs and leadership positions was 
inconclusive. This study examined two components of extracurricular involvement (i.e., 
amount of time spent and positional leadership role).   It is difficult to draw conclusions 
based on the amount of time spent participating in clubs and organizations because the 
findings were inconsistent.  Group values and omnibus values were influenced by the amount 
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of time spent in extracurricular clubs and organizations.  However, individual values were 
not affected.  When leadership was influenced by time spent in clubs and organizations, it 
important to note that the differences only occurred between the least (i.e., 0 – 1 hours per 
week) and most (i.e., 7 or more hours per week). These inconclusive results create an 
opportunity for future research to determine if the amount of time spent participating in 
extracurricular clubs and organizations is more likely to be related to group values than 
individual values. 
 Serving as a club officer resulted in higher leadership outcomes. This finding is 
consistent with previous researchers that examined the impact of serving as a club officer and 
found it related to leadership development (Dugan, 2006; Ewing, et. al., 2009). Shertzer and 
Schuh (2004) suggested that students who hold leadership positions in college are often 
given more leadership development opportunities when compared to those members who do 
not hold leadership positions.  Therefore, the increased skills often attributed to serving as an 
officer may actually be associated with the additional training that officers receive.  On the 
basis of these findings, increasing the amount of leadership training and opportunities for all 
students in extracurricular clubs and organizations is recommended.   
Leadership education 
 Similar to Haber and Komives (2009) who found leadership training and education 
were not significant in predicting individual values of social change, classroom education 
and collegiate leadership training did not influence leadership outcomes in this study.  
However, the high correlations between leadership training and other factors may be 
affecting their influence in the regression model of this study.  For example, high school 
training and high school extracurricular participation were correlated (r = .487) as were 
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college extracurricular participation and college leadership training (r = .398) and high 
school leadership training and college extracurricular participation (r = .318).  Additional 
analysis should be completed to learn more about the relationships between these high school 
and college experiences and their influences on leadership development. 
  Although many studies have reported a positive relationship between leadership 
training programs and leadership outcomes (Cress, Astin, Zimmerman-Oster & Burkhardt, 
2001; Dugan & Komives, 2007; Kezar & Moriarty, 2000; Posner, 2009) and Dugan and 
Komives (2010) concluded that moderate term leadership training was a significant predictor 
of the citizenship scale, this study did not measure the content or quality of the leadership 
training.  These two factors may help explain why leadership education did not influence 
leadership outcomes.  Additional research is needed to determine the content and quality of 
the leadership training that is most likely to increase leadership outcomes. 
Reflection 
Because of the experiential nature of leadership development and the role reflection 
plays in the experiential learning process, reflection was a major component of the Collegiate 
leadership development model that transcended precollegiate and collegiate experiences.  
While research has explored the role of reflection in classroom settings (Roberts, 2008), 
internship experiences (Stedman, Rutherford, & Roberts, 2011), and service learning (Sessa, 
et al, 2009), research is needed to further explore the role of reflection in extracurricular 
clubs and organization.  It is recommended that continuing education be provided for faculty 
and staff to further incorporate the experiential learning process into classroom, curricular, 
and extracurricular components of the collegiate experience.  
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Comparison of SRLS-R2 Values 
Social Change Model of Leadership Development 
 Multi-Institutional Study of 
Leadership 
Iowa State University (CALS) 
 Mean SD Mean SD 
Consciousness of Self 3.96 .51 4.07 .42 
Congruence 4.18 .46 4.21 .48 
Commitment 4.24 .47 4.39 .48 
Collaboration 3.98 .45 4.10 .43 
Common Purpose 4.04 .42 4.12 .43 
Controversy with 
Civility 
3.84 .42 3.96 .39 
Citizenship 3.84 .46 4.10 .49 
Change 3.75 .47 3.94 .43 
Omnibus SRLS 3.96 .38 3.51 .32 
 
 
 
 
